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Foreword

. One of the major curriculum developments in recent years has been the
infusion into the kindergarten of some of the formal instructional activi-
tiesCit had been the soul of grade one. Most notably, in many schools
the'rudirdents of reading have seeped downward through a previolisly
impermeable boundary into the kindergarten. It is probably not a coinci-
dence that this flow has taken place at the-very time that the -nature of
learning to read was itself being largely transmuted, in the public and
professional:mind, from a coMplex interplay between -acquiring the
alphabetic principle and educing meaning to learning a series of steps
that lead to the accurate pronunciation of familiar words.

As a result of this general infusion of readin§ instruction into the
...-- kindergarten curriculum, teachers, administrators, school boards, and

paients have been faced with manu questions about the nature of
reading instruction that is appropfiate for kindergarten: What ap-
proaches are most effective? How much sheruld be attempted? How are
other aspecti of the curriculum affected? What are the characteristics of
kindergarten "children that should be considered in planning reading
instrudion? Are special materials needed? How can individual needs-be

.met?
There have been relatively few authoritative sources that teachers,

- al. others who are concerned, could turn to for help with these prob-
lems. The Kindergarten Child and Reading helps fill that void. Many Will
turn to it gratefully as a source of sound, helpful counsel.

The Association welcomes this new volume into its growing list of
publications.

Walter H. MacGinitie, President
International Reading Association

1976-1977
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Introduction

This book is written ior kindergarten teachers who are interested in
helping -children become acquainted with reading, dev-eloping skills in
preparation for formal reading, and guiding those who are teadino or
-wish to learn te read. Although most ehildret7 initially mehforfnal read--
ing instruction in grade one, it should be recOgnized that the ground-
work for reading begins long before this. As the child grows from infant
to toddler, through preschool level and into kindergarten, he is de-
veloping a variety of skills basic to a successful start .at reading books. He
is' developing a background of experience, refining concepts, and de-
veloping auditory and visual perception. Each child develops these skills
at his own pace. It is the writer's belief that the kindergarten teacher can
do much to individualize instruction to help children have a successful
start in reading. This book speaks to the specific problems of reading '
and to the teacher of five-year-olds. Its chapters are ivritten to give the
kindergarten teacher a general. structure and specific suggestions for e.
helping children with reading.

The Kindergarten Child and Reading is divided into five ch'apters.
Chapter 1 provides an historical view of attitudes toward reading before
grade one, reviews the research related to reading before grade one,
-and concludes that intrbducing reading in kindetgarten is not an isolated-
event but should involve changes in the entire school's program. Chap-
ter 2 describes the kindergarten child and leports how these character.--
istics could affect teaching strategies; Chapter 3 tells how the teacher
can foster interest and achieVement; Chaptei 4 gives, ideas on. how to
organize the kindergarten program for individualized instruction; and
Chapter 5 describes various instructional materials and syggests ways to
use them with kindergarteners.--

Kindergarten teachers play a unique role in the- child's deilrelop-
ment. We hope this book will help them meet this challenge with greater
enthusiasm and insight.

vi

Lloyd O. 011ila



Facts About
Prez First Grade

Reading .1. aDolores Durkin
r.

In 1958, it was my privilege to begin a study of children who had
learned to read at home prior te entering first grade (5).-At that time,

- reading for children younger than six was hardly being encouraged.
Instead, both professiOnal educators and -social,/ as a whole openly
frowned upon this tYpe of precociouspess and predicted nothing but
problems foi early readers once school imtruction began. Some sooth-
sayers added to the gloom by claiming that, even if problems were
avoided, the earher learning would have no positive payoff in the
future. Childrenwho begin to reacibefore their classmates, it was main-
tained, would not excel in ability.in later years.

Although neither prediction was bolstered by research data, the
correctness of both was taken for granted. One consequence waS -fre-
quent warnings to- parents not to teach their preschoolers to read;
another was school policies that explicitly forbade reading instruction
during kindergarten.

Research With Early Readers
Within sUch a setting, it was not surprising as I began my first study

of early readerS to find parents who came close to apologizing for their
children's accomplishments. Nor was it surprising to hear them com-
municate concern via questions like, "Do you think -she'll be bored in
first c5ade?"4"Should I have ignork his questionS about words?" "Will
she be confused when they starf teaching reading in first grade?"

Whjleparent attitudes and worries were predictable, given the-be-
liefs of the times, the details of how their children had learned to read at
home were not. Prior research was nonexistent; consequently, it was
anyone's guess as tO hoW'the children did, in Jact, learn. Because what
was uncovered in the first study was dt:plicated in a second (5), a brief
summary of some characteristics of the home learning seems war-
ranted.

8
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Characteristics of Early Reading . 2 a,

One characteristic was that the age of four w .-242? a comrnon time for
an interest-in written language to show itself. Prequeriily, the interest
was displayed by children through questions like, What does that sign
say?" or "Where doss it say that?" At other tImes, interest became- visi-
ble through an ''0..xpressed desire to learn to print. Requesri and ques-
tions such as "Make me my name" and "Howsclo You rnake a b?" were
common.

Also common was a home in which people read. Withbut excep-
tion, all the ea;ly readers in both studies,had beerl recicl to regularly, a
practice that sometimes began at a very early age- aOtion, at least
one parent was described, if not as an avid reat:Ter, at least as a frequent
reader:

Parents of early readers also turned out to be People who enjoyed
their young children; who frequently took them places; and who then
spent time discussing what had been seen, answering questions, and
stimulating still more. Thus, both oral and writtfn languag, were com-
mon features of the lives of the early readers.

Deliberate attempts on the part of pafents to teach their -,..reschool-
ers to read were Uncommon. Instead, the help given tended to be a
response to children's questions and requests. If there were any "in-
structional materials," they were pencils and paper _and the small chalk- -.
boards found in almost every early reader's home- Also influential was
Whatever had been read to the childrentrade books, encyclopedia
articles, comics, and so on. Other materials that aroused curiosity about
written language included: words and numbers lqund on everyday
things such as calendars; television commercials and weather reports;
newspaper headlines; menus; directions for playip2 gaines; and labels
on canned goods, packages, and boxes.

Whenever instruction that was school-like in character entered into
research responses from parents, it was mentioned in connection with
an older sibling who had played school with a younger child. As the
data eventually showed, playing school was a freauent source of help
with reading and writing'whenever there was a fenia'n siblin-g who was
approximately two years older than the child who Was the eafly reader.
When the older child taught schOol at home, pareiits said her behavior.
seemed to be an imitation of what was happening in her own
classroom. Consequently, as she changed classroorns and teachers, the,
school at hothe changed accordingly.

As all these findings point up., the two studies of early readers indi-
cated that a "language arts approach" was an apt descriptioh of the in:-

Pre-First Grade Reading



structional program that took place in ihe homes: Stimulating growth in
both oral and Written language abilities were various combinations of 1)
interesting experiences; 2) opportunit:es to discuss and ask,-questions;
3) aviilability of one or more persons to respond to questions and re-
quests relited to rezdino, writing, and spelling; 4) availability of ma-
terials for writing; 5) positive contacts with books and leading; and 6)
displays of written words and numbers that related to the children's
interests_(birthdays, television programs, games).

Since it appeafed that the children had enjoyed becoming readers
and writers, and since the data collected.over a six-year period showed
anything but negattve effects for achievement in reading (5), sub-
sequent plans were Made to develop a two-year language arts program
that would begin with groups of four-year-olds (7, 9). The objective of
the-experiment was to assemble a curriculum that would clOsely match
the language arts "program': in the homes of early readers. The hope
Was for new insights about better ways for teaching beginning reading in
school (8).

.

- Meanwhile, it is appropriate to ask, "What was happening na-
, tionalfy insofar as the timing of school instruction in reading was con-

Cemed?"

National Developments
For a while, most schools were untouched by rather dramaiic de-

veloprnents that became hiohly. visible in the .early. 1960s. Policies
gOverning -school practices still supported not only ihe no -reading
dictum for kindergartens butelso a readiness rather than a reading pro-
gram foi the start of first grade. In time, however, most schoolibegan to
feel and show the effects of chariging expedations for young children.

Impetus for this change had its roots in the educational revolution
that quickly followed the launching of theiiiellite Sputnik by the Rus-
sians in October 1957. Soon afterwards, an atmosphere took hold that
was characterized bY the demands, "Lees teach more in our schools,
and let's teach it earlier!". Fostered by what must have been a national
inferiority complex, iapt attention soon went to proposals from psychol-
ogists thal highlighted both the learning potential of young children and
the unique importance of the early years for their intellectual develop-
ment.

One of the most frequently quote?. psycho1o4sts, Jerome Bruner,
offered hiS proposals in The Process of Education, a brief and easily
read book based on a ten-day meeting corivened in 1959 by the Na-
tional Atademy of Sciences.. Included Was a chapter entitled "Readiness

Durkin,

1 0



' for Learning, which Bruner introduced by stating: "We begin with-the
hypothe-*s that any subject can be taught effectvely in some intel-
lectually honest form to any child at any stage of development" (3:33).
Those who took the time to reid all of Bruner's book would five found
little that was startling in his statement; as simply urging-schools to
take another look at how they organized irction in fields like science
and mathematics.- H Dwever. when _the statement was quoted out of
contextand it often wasit encouraged what could only be called
wishful thinking about the learning potential of young children.

A publication that contnued to encourage the wishing was Hunt's
Intelligence and Experience (12), published in 1961. Unlike Pruner's
book, this Was &highly technical treatise in which Hunt reexamined and
reinterpreted findings from a htige number of earlier studies, many
dealing with animal learning. As" a result of-the reexamination, he Pro-
posed certain Wynothesei about young children, all of which assigned
special importance for intellectual --development to the early years.
Though offering orily hypotheses to be tested, not faCts to be imple-
Tnented, Hunt's text was frequently referred to as providing support for
"Let's teach moot, and lefiteach it sooner."

One other bobk merits attention in this discussion because it, too,
exerted widespread influence on educators' notions about young chil- -

aren and Whaftould-be done to realize their potential. I referto Blonm's .

Stability and Change in Human Characteristics (2), published in71964.
Like Hunt's work, BloOm's was a technical and detailed reexamination
of earlier-reseal:diin this;cale, longitudinal stUdjes of certain measur-.-
able characteristics that included Thtelligence. Concluding that the most
rapid period for the .development Of intelligence is in the first five ye-ais .

of life, BloRm's book ful-tlier-i4;enforced the special importance being
-

assigned to a child's early environment, in particular to the stimulation
and learning opp6rtunities it could and should provide:

Other National Developments.. .. L

Not to be.overlooked in the develOpments that took place . in the
1960s was the r-iew interest being shown for an age old problem: chil-
dren from the lowest socioeconomic levels who sthrt school with dis-
advantages that preclude adequate achievement. This concern became
vocal at this period of time due to factorS that were political, social, and ,

economic in nature. Why the concern resulted in Head Start classes for,-
young children of the poor is clearly linkedlto the climate of hope that
had been engendered by the writings of individuals like Bruner, liunt,
and Bloom. '

1. 1
.
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Although Head Start progranis should have been-carefully pre-
- planned, too much pressure in the form of federal funds.and political

interests led to quickly organized cla...%es -that were very iimilax to tradi-
ticinal nursery schOols. Some teacheis did give more than the usual
arnountof attention to lanaualre developrnent; others worked hard at
raising the chirdren's scores on intelligence tests. In the main, however,
efforts were rare to accuinulate findings about the children and the cur-
riculum; and to coordinate Head Start programs with kindergarten and
first grade. Classes. One result-is that less knowledge about early child-
hoOci education accumulated thAn ivouldshave been the case had im-
portant questions been asked and better studies been done to answer
them.

Unfortunately, what has to be said about Head Start is very much
like what must be said now about developments specifically related to
young children and reading. Let me explain.

Developments Related to Young Children arid Reading
Even though the excited talk by psychologists

*and
politicians about

the unique importance of the pre-first grade years never reflected
-

verified facts, it naturally prompted some questions about school
policies.th4t were postponing reading instruction beyond the start of the
first grade. Having learned from my research,that children as young as
three and four can enjoy becoming readers, I was of the-opinion that the

3 quesdoning was all to tbe goad. I even werit so far as to envisage class-
- rooms in which young children would be given interesting and per-
sdnalized opportunities to begin reading and writing, which would avoid
both frustration and boredom. Now, however, tfiat thinking also seems
wishful for, over the years, questionable practices dealing with reading
have become a part of school programs for young :children. Why? Do
research data support 'practices like whole class drill on phonics for

__kindergarteners or, for example, a common use .of workbooks and

As it ha-ppens, research data are able to say very little about pre-
first graders and reading because, first, not many studies have been
carried out and, second, what haS-heeri done is anYthing but flawless.

Elsewhere I have reviewed in s'cithe detail both the studies and the
tethnical reasons why the findings nre open'th question (9) : Here, let
me just quickly- describe research reported in the 1960s and 1970s that
focused on school instructionin reading that was initiated before the first
grade. This will be done ,in order to demonstrate how lifile Ls known
about earlier reading, including its effects upon later achiivement.

12
Durkin
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Research on Earlier Starts in Reading
---One-,o1 the first --publicized efforts: to teach, reading to Pre-first-

aders.was carried Out with computerized typewri.::-..s by a sociologist
named 0. K. Moore. Althbugh his work with a small number of children
received both immediate and dramatic attention in magazines like Hay-
per's and Time (10, 17); Moore never published any
of the research. Expectedly, 'subsequent use of his "$35;000 talking
maChine" was limited by its cost.

The earliest work with pre-iirstlgrade instructior
basis was done in Denver. Begun irpthe fall of ' can .

now be said to be typical of what has been ew
methodology or materials were introcluct k gar. ten
teachers Used readiness and easy reading rn. casal series.
Soon after the final report of the Denver longhudinal project (14),ap-, Q
peared, one reviewer larriented the excitement it:would stir up betause
"findings were based on a weak research foundation" (15:399). Find-
ings from the Denver project ,incfUded encouraging athiovement for
children receiving help with reading during kindergarten, and a main
tenance of their lead over nonearly readers onli When "the reading pro-
gram in SUbsequent years capitalized upon this early start" (14:L,9),

During the 1960s, two more studies of earlier school instruction'in
reading Were reported in The Reading Teacher. One described the use

, of i.t.a. materials' with kindergarten children and, in order to have .a
contrast group,-- with first graders too (18). When each .grotipliiniShed
second grade and -their"-reading 'Scores 'were coMpared, findings ind
cated-higher achievement for the children who uged therhaterOls7orle
year 'earheininfortunately, hoWever, two kinds of:,:lata. that are:;qUes-
tibnable for use in statistical tests figured in the COmparison: subteSt and
grade equiValent scores. . .; "

,The other.S'tudy reported in the Reading Teacher also uSed.gradee44,,,.
_.--..Leciltimalent scores to desCribe reading achievernentj20).. In- addition,'

however, differences in intelligence test scores fOr,the groups of Children ,
involved in the study 'were ignored when their reading abilit) was 'COm''!,;,,
pared. InthiS,researsChoie compaoscin waScmade at the end' 8fgrade
three. The children involVed divided among'1) Sorne.whO began read-.
ing in kindergarten, 2), Some who had beenint,the:'Same kindergarteri,
class but were not able ta=score on the readin,g test administered at the':

. end of theyear, and 3)Some who had riot lived in thecommunity until-
first gia`cle and "preturnably had noi been exposed to kindergarten
ieading:experiences (20:596)'. By the end of Ahe;,third grade, the

' 3 highest scores were achieved by the children licriOWri4o haVe orta
;

-%
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reading in kindergarten. Their, scores from an intelligence test were als6",'
.

'ehighist;:however.
In,late1.970; another report of a study appeared in Child Develop-

miit had-to.do with a program for children from low-inCome
Oarni 'this.. case, all'-blacks) that had as its aim academic sucCess
:Once,the Children were old enough for elementary schi.: The 1970
:iitiele-One in a seriei of reports about the project, discussed findings at
"the end of fourth, 4rade.fot tivo experimental groups that had partici-
pated ip the 'early school prograin, and for tWo control groUps that had
not. Although prior articles had announced superior readifig ability .for
the experimental gtoups, the 1970 report showed grade-equilialent
scOres that were,chislly similar to those obtained by the control subjects.

Two more reports published 'in the 1970s (13, 16) dis:ussed chil-
dren who could do some reading when they entered first grade; how
ever; in neithei-Case had the children learned as a result of school in-
StrUction.

One unpublished report (1) desCribed the achieVement Of children ,

who began to read as a result of kindergarten instruction, 'and also corn-
pared it with that of children who began in first grade. The data frOm'thisc.
study, prompted its author to conclude: Childrenwho Started to yead in
kindergarten did,better in grades' one to five than classmates who .did

-nOt begin to read until first grade. (The early readers had higher scores
on' intelhgeitce teats, but, the differences were accounted for in the
statistical analyses.) gecause of the small nUmber'of children in the.
,StudY,, theresearcher wiseli suggestedthafthe results "be viewed con-

;,.,.-lerVatively-..1"--The-same-sUggestionTaPplies-equally-well-to.-all-the-other
research ynentioned.-

:Taken setiously, the phrase "View conservatively", suggests the fol-:
lowin4:forProfessional educators who have,responsibilities for kinder-
garten: Carefully Make the:decision about whether to teach reading in
the kindergarten'`and if.the decision is tb teach it, thoughtfully plan the
instruction so.th-aTat results is an instraciiurai proram-suItabl for
five-year-olds.

Assuming this is a cOrrect Way to interpret the conservative view,
then-it is bOth iccUrate.and fair to say that schools have not heeded the
advice of the writer justtreferred to. Again, let me explain:-

Kindergarten Changes e

In the early. 1960s, schools Were pretty much as they had been for
the three previous.decades insofar as the timing of beginning reading
was concerned. Qiven the "Let's teach it earlier" atmosphere, however,



it. was inevitable that pressure would be exerted tO teactireading in the

kindergarten.'"
One source,of,pressure that developed fairly quickly, was parents:, '

Bombardedby books and articles bearing titles like "Why Waste' Our
Pive-Year-Olds?" and "You Can Teach Your Baby tci Read" (4, 19), -
Many parents questioned and con-, dlained about play:oriented pro-
grams in kindergarten. I cannot help but recall One instance of parental
pressure. In this case, a highly traditional school in a stria town was in-
volved. Likeso many other schools in the early ,1960s, this one not only
fdrbade reading instruction in kindergarten but also required a readiness
program at the start of firSt grade! On a nutr:her of occasions I had dis-
cussed With the principal the possibility of introducing readingIn the
kindergarten in ways likely to be of inter(' ' to fiVe-year-olds. HoWever,
each time I made the suggestion, the oal referred to the existing
schedule saying, "Thaf is the wo, , wu ,en I pointed out that.
Some of the fitst graders involved h rc ss program were able to

read, he itill resisted considering a ctuy
About a year later I happened to return to the school and, to my

surprise; found-the kindergarten teachers trying,to teael reading. Why?
Was it because the principal had sat down 'with the kindergarfenaTid

.

first grade teacherS, carefully weighed with them an the relevant factors,'

and then made the detision tO start feaching'reading earlier? No., riot. at

all.
What happened was that word got around the community tliat in

the next town, kindergarten children were doing some reading in

y school. As a result, parents put the pressure on both the superintenuent
and the principal. One direct consequence was efforts by kindergarten
teachers to teaCh reading even though they had had no professional

preparafiori for such ,instructbn .
Some reasons why Schools in other parts of the country started to

teach reading earlier can be expIained via the verbatim comments of
kindergartenteacheriL.Amoing_the explanations Uje heard are rthe
following:

it
"Theother kindergarten teacher in this building started to
teach reading so I thpught I had better start, too."

"A book salesman told our principal he'd provide free phonics
workbooks if they'dTbe used, in kindergarten, so I'm using
them."
"Last year irly principal was curious about i/t/a readers but
didn't want to risk usirig-theni' in first grade. He asked me to
use them here." '
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Perhaps these few explanations are sufficient to make one important
point about the move to kindergarten reading: Decisions to teach read-
ing in kindergarten have not always been made for reasons that would
be easy to defend.

Current Instruction in Kindergarten
Whether the reasons have been questionable or sound, the fact is

that most kindergartenS -are now attempting to teach reading.,Thus, the
current concern must be for the ways chosen to introduce it.

Every source of information available indicates that a program
closely tied to commercially prepared materials has typically been
chosen. Especially prominent among the materials are all sorts of
phonics workbooks, which is why it is common to find a whole class of
kindergartener's being drilled on sounds. Someone once remarked,
The saving feature of such tAniractic 1-, that the -children don't know
what in the World is goino ' !, t might be so, the fact remains
that some kindergart, oli ilencing ingruction not _likely
to foster enthusiasm for readingnor for school.

:
ReasoriS for Current Practices

1

Why has kindergarien instruction tended to follow commercially-i
lined:paths? There are a number of reasons, but let me name just the
two,tiiat probably have been most influential.

Certainly, oneI"masOn is_that very few kindergarten teachers were
prepared to teach reading-when it suddenly became their responsibility.
Not knowing what else-to do, they naturally turned to manuals and,
workbooks. Since most administrators-associate reading-with-materials
like basars and workboOks," they rarely encourage teachers to try some-
thing else With the yOunger children.Thus, there was little incentive for
kindergarten teachers to try to rise above "the same old thing."

Another sad but factual reason for some current practices is that,
when a workboOk is visible. it is easy to convince parents that reading is
being taught.This has meant that.kindergarten teachers who had both
the competence and motivation to develop imaginative, child-centered
instruction also h.acl'Ici 'gar, n hbw to communicate to parents that they

. were teaching readinc-even though they were not using the usual text-.
book's. Only exceptior al individuals Would 'be willing to undertake both
tasks; Consequently,. it is only in exceptional schoOls Mai reading iis
being taught to,kindergarteners in ways that will foSter the ability to read
and the desirOd.tead as well.



If more schools are to join the ranks of these exceptional ones,
certain steps must be taken.; and the sooner the better. As-a- -Start, it is
'imperative that colleges and universities, or thelSrhools themselves, de-
velop reading methods courses designed especially for kindergarten
teachers. Such courses will not always be necessary but, fbr the present,
they could help teachers acquire a security and a competence that all
too few have.

Until Such courses become available,, it is the hoPe of the Inter-.
national Reading Association that this booklet will provide some of the
specific help required for developing an interesting, successful reading
program for five-year-olds. Before turning to the next chapter, how-
ever, it might be of assistance to summarize the poin:s mad ?. thus far.

A Brief Suriimary

This discussion of "Facts about Pre-First Grade Reading," has
shown that there really, aren't very many facts because relatively little re-

. search on the topic. has been done. The studies that have been carried
out ,have flaws; thus.,,they provide tk in the way of carefully doCu-

, mented findings. Although none of the studies (at least none that has
:peen reported) indicates that pre-first grade help with reading is
harmful, it is suggested that future benefits will be reaped only if schools

. alter their instructicinal programs to accommodate the -pre-first grade-
learnings. This clearly means that schoolS undertaking reading instruc.-
tion in 'kindergarten must change their instruction from first gradC:on so
that what is accomplished in the kindergarten can be used and extended
in subsequent years. Introducing reading in the kindergarten, therefore',
is not an isolated evert but, rather, is sornethingtat ought to have ie-

.--percussiofis throughol, the entire school:
reading inStruction ts.iraitiated earlier than has been traditional, it

also cught.to be of-a kind that ,vjll add enjoyment and greater self-
esteem ))o the fifth year ifa child's life. As this chapter has pointed Out,
the recommendation starra m great contrast to some' current practices
inivhich reading is being ithiroduced with nothing but whole-class. in-
struction characterized for tthe mrog.:Dart by drill and rote learning.

To effect improvemeent, thm chapter recommended the develop-
ment of reading methoCis rourves designed especially for teacherS of
youngchildren. It also poi% , this IRkpublication asisone step in the
direction of needed hei Tit iwip begins with the follOwing chapter; in
i:vhich the question of a nid's readiness for reading -is diccussed.

. .
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.-The Child Violet B. Robinson
, Dorothy S. Strkkland

.1 Ready. or Not? Bernice Cullinan .

This chapter continues the examination of early childhood reading by
focusing on the chaiacteristics of kindergarten children, ihe relation-
ships of ,these characteristics to reading, and the skills needed beful
reading begins.

Yourig.children come iL kindergarten .excited about the prospects
. of beginning what so many of them call "real schoce On the first day of

School, their excitement is displayed in many ways: the Confident
youngster building with blocks; playing with floortoys, dressing Up in
the playhouse, or working with art or manipulative 'materials; the
cautious child quietly coloring a picture; the hesitant child standing oil ai

-the side watchingjust watching; the fearful...child holding back tears
with.his knuckles; the shy childlooking at a book, working a puzzle, or,'
perhaps, just 'watching. These behaViors reflect the onset of yery im-
portant developmental tasks of children, the tasks associated'Ifwith the

-lpeginning of formal education and learning the_4ki1ls and gainir4knowl-
edge Considered important by sci'ciety. LearMntsto.read is one of these .

"tasks, and yoUng-children are aWare of the ftnictibn Of the school in rec
lation to achieying this task..

In describing the characteriStics_of kindergarten children ,-it must be
emphasized that a range of behavior and-development exists among the
individuals of any group ahd that differences arnong_developmental
characteristics exist within the individ6al.

Physical Characteristics of Kindergarteners

Muscular development 4

The most obvious charaAnstic of kindergarten children is actiyity.
'Seventy-five percent of a five-year-old's increase in weight is due to
muscular. development t(29) . The five-year-old's propensity for run-
ning, juMping, and climbing reflects this muscular development. To
allow for this high activity level, any instructional period of more than
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fifteen minutes should include physical activity. Games, such as. "clap-
ping games," and the use of manipulative materials meet the young
child's action needs in reading-related instruction.-

The above comments should not be taken to mean that the young
child needs to be bombarded with stimuli or that he shoul& be-allowed
to jump up, ahel down all the time, Quite the Contrary. Teachers must
recognize that the child's growing body requires'Physical activity and
that the wiggles of Inattentiveness canand should be Fwoided.

Vision and Perceptual Development

Children come into this world farsighted and gradually develop
near:point and standard distance visual acuity, with the 20/20 clevel
achieved at .about five or_ six years of age (39). Some research ,43)
claimed that the near ,Visin of most kindergarten age children wastill
immature and, therefOre, reading should be poqpcned until armInd
,age seven or. eight., Eames (A432) refuted =.11e claims and staved:
"Children five years of ageTvi4e found to have more accommodative,
power than at any subsequent age." Screening tests such as- the (New
York School Vision Tester (Bausch and Lomb, Rochester, New York)
include a test for vision at thir een inches.
; TeacherSshould be alert to symptoms of visual problems: fatigue. .

after activities requiring near vision and persistent avoidance, of such
activities, frequent headaches, complaints of blurred vision, and tilting

.

of the head to one side (45). Other symptoms which warrant referral for
vision eXair0-:ation are eye(s) that turn inward, outward, or upward in-
voluntarily and eyes that squint,to see a chart story,-picture,, di writing
ori the chalkboard, sometimes accompanied by pressing under the eyes
with the fingers. s

In the Past decade, many programs) for perceptual development
and PerceptudVtraining have -emerged (Ayers, Frostig, Kephart). While

.

visual, discrimination and auditbry-discrimiriation activities have long ,

been a parrof reading readiness programs, questions have 'bektra raised
about .the yalue of some 'perceptual activities in relation to reading.
QuestionS have been raised, for example, about the effetts on reading
of activities such as.visual discrimination of geometric forms, auditory,
discrimination of environmental sounds, ahd activities concerned with
motor toordination and balance. Resent reviews of the research are in-
conclusive regarding perceptual training to "irnprove reading."
Hammill, Goodman and Wiederholt:(20:476) in their review of. stddies
regardlng several visual-motor programs, noted: .
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/I)We have little doubt that ansi interested person who reads thre
efficacy literature will conclude that ihe value, of perceptual
training, especially those Programs often used in.schools,, has
not been clearly establiihec' .dudes that such training
lacks solid support, he ineAk question the purchase a
attractively packaged mai . ch come companies offer
teachers along with unsubstantia?ed c ins concerning their
merits, the practice of providing perceptual-motor training to
all school children in the name of-readiness training, and the
assumption that a lack of perceptual-motor ad lquacy causes .

a considerable amount of academic failure.
Robinson (36:145), who questioned the adequacy of perceptual

ests Iii identifying components of the reading process, concldaed:

The research shows no conclusive answers to the question of
the effectiveness of perceptual training to improve reading.
While some programs appear to improve perceptual perfor-
mance in the- arees trained, the long-term effect on reading is
uricestain. Nor is it clear whether the usual program of read-
ingrStruction may, in itself, include.crucial elements 'which
result iwimproved scores on perceptual tests. -

While the research is inconclusive regarding the relationship of per-.

2ptual training and reacfing, perceptual training activities may have
>ther benefits, such as developing confidence and self-esteem, which
ire also necessary parts of the kindergarten program.
_......Visual.discrimination of letter forms long has been recogniZed as a
osic-process of reading. Form discrimination activities whieti focus On
listinguisning features of letters Would seem to be imPortant learning
ornponents related to reading (35)."

tearing and AuditorY Discrimination
w, Auditory acuity appears to be well developed at five years of age .

lesearch studies (39:137-138).point out that poor auditory acuity for
igh-frequency sounds (such as f, v, d, p, t, g k sh, and th) may retard
iading achievement. Smith .and Dechart (39) note . the greater in-
id6nce, of high:frequency toss for boys than girli. Symptoms which int
icate possible hearing loss-are: frequent earaches, turning the head or
uppihg the ear to hear, speaking in a loud voice, distorted sPeech,
iability ta.follow directions, and frequent inattentiveness (45) : Wax ac-
urnuletion in the ears may develop so gradually that the young child is
ot aware of the hearing loss. When investigating behavior changes,
specially difficulty in following c.1.2ctions or inattentiveness, the pos- ,
Ibility.of a hearing' loss should b8'considered4
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. Defect-Sof hearing, as well as of vision, may go Unnoticed at. home.
The kindergarten teacher is often the first adult Oittside the home to..
notice possible problems in vision and hearing.

0 Auditory discrimination of language sourtels has been long
recognized as a basic process of reading. It/lost fit/e.year-olds respond
with delight and enthusiasm to rhyming activities, ahd nurnerouS kinds -

of theSe activities have been a part of many KinderOaiten pi6grams. The,
children readify Seem to grasp the idea of rhyme and often engage in
rhyming games.. Discrimination of similarity and 'differences of begin-
ning sounds of words appears to be more diffieult fOr children at this age
level. It is'not that the child cannot distinguish beNeen VI()rds .such as
bat and put in the flow of speech; rather, the initial sounds' are npt as .

obvious. Encouraging children to "play" with alliterdtion r1l4y makethis
more obvious, as well as provide an opp'ortunity tei enjoY words: One
group of kindergarten children composed ,the folloWing chant which, of
course Was eriacted with appropriate sound effects.

" Two teeny tiny tigers tumbled to the towil,
Roaring, rumbling, running roUnd androlAnd .

Studies of language deyelopment (44) suggest that the.very young child
engages in what might. be Called linguistic. play. Pkaying With language

\fhas not usually been included the beginning reading program, hitt it is
..tsuggested here that such activities may foster continued linguistic.
growth, including.that of auditory discrimination.

t

Social/ Emotional Characteristics of Kindergalleners
. "Hey, teacher, look at me!" proudly shouts e ,kinderg4rten young:

ster ashe stands high on the jungle gshp. Such- onfidence And: en-
deavor points to thechild's attainment of what Erickson (16) terrned'.:,
autonorny,:::. initiative and' the beginning of the stage tif industry, .

whereinthe child becomes productively task-orierited.,and Persevering'.
Children deScribed by teachers as Mature kindergavteners -often .aie
youngsters who are Well,into the stage 'of industr9 and .t.who evidence
rnasterY of the -earlier stages in which the egO qualities of trust,
autonomy, and initiative originate. These ate-confielent'yotingsters who
trust themselves and :others, have the autonomy tO function relatively
iindependently, have the initiative to assume what Eiikmn (16) calls
responsible paiticipation," can attend to learning ituations and exhibit
perseverence in learning activities.. ConVersely, yoUngsters described by
leaChers as immature children are those whose behaviors (or rnisbe-..,
haviors) evidence problems in mastery of the5e ego qUalities. The

2 3
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"teacher who understands the meaning of children's behaviors and mis-
behaviors can provide opportunities for children to groY, in emolional
maturity.

To the young child, success is a validaton of oneself. 'The kinder-
garten child's "Hey, 'teacher, look at me!" reflects not only the child's
pride in accomplishment but also the importance of having such

. achievements recognized by adults-Five,year-olds are still quite adult-
oreinted. Kindergarten teachers frequently hear questions such as, "Did
I do good?" or.ls this good?" In,one sense, these questions are rhetori-
cal,.for the child recognizes' his achievement but the.teacher's acknowl-
edgement validates it. In another sense, however, the questions are
genuine queries because thP child's understanding of achievement, as a
regult of effort, i till emerging.

The reco.0.;on of oneself as an effective produeer contributes to
filling the gaps in trust, autonomy, and initiative and develops tndustry
in both imMature and mature five-year-olds. Children at this age level
need adult focus so that they can understand that their products and ac-
compliihments are the result of their own efforts. Teachers can readily

,. help by including in their acclaim of a wungster's work specific re-"
ferences to the child and his effort. Instead of saying, "What a lovely
picture,' comments such as e way you arranged colorS'is so interest-
ing," or "You made a-lovely picture," direct attention .to_the 'child and
further his growth in positive ego qtialities.

Most young children like tc; return to their accomplishments. Activi-
ties that result in products with some degree of permanence are eSpeci-
ally helpful for immature children because, when `displayed atschool or
at home, such products serve as reminders of achievement and sources
of-renewed pleasure in accoMplishment. Paintipgs may, indeed, create.
readiness for reading. So, too, may other art activities and construction
endeaVors, includingblock constrUction if not -dismantled:** Tape re:
cordings of creative,drama-fICS,- singing; and discussiOns help irnmature
children retain feelings of achievement regarding these activities. A
child's 'dictated titles, comments, or .stories about the products or
activities serve as reminders of these aecomplishments and the child's
thoughts about them.' Such dictation is, ,itself, a prodUct evidencing
achievement, -a product tyhich tells the child that 'what he thinks and"

4

says is irriportant enough to record and that what is written can be.read
again and again. The foregoing discursive activities, which will be dis-
cussed further in this chapter, produce language competencies as-
sociated with reading.

2 4
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Emotional iminaturity will not just go away as.the Child's' age in-
creases..!- Emotional maturity is related to learnir3g to read (43). This .
component of readiness for reading Will be heightened.by.providing ops
portunities for children to gain positiire ego qualities.

Kindergarten children are beginning t6 learn the skills of .social rela-
tions:. As they progress in the development 41, n .egocentric to a
sociocentric orientation, conflict is inevitable in interaction with others.
Such conflicts, which are .short-liVeli, forcefully ler children, know that
others hold different viewpoints. As vieWpoints are reconciled, often
with the teaeher's help, egocentrism gisies way to a sociocentric frame of

reference." ) ."'

Children this age generally enjoy one another and Want to have
friends. In the clas'sroom, small group work can be used tos encourage
children toghare ideas and materials. This.sharing is imp6Aant; it is a
Means through which young children gradually expand their .egotentric
frames Of' reference: The expansion of frame:cif reference enables chil-
dren to understand, the' viewpoints of 6thets; their ideas and their ex,,
periences, This kind of .underjtanding has relevance idr reading corri7

. prehension. .

Competition is not,yet fully understood by many kindergarten dill-
dren, and it is:riot .uncommon to see a gr6up continuing a lotto
until everyone's card is full. Since children this age are learning to inter-

act cooperathiely, emphaSis on competitiyegaines is questionable..

oCognitiiie Deir,flopment of Kindefdarteners
ntefeit-activity7rand-curiosity-are-eharaeteristi6 of-the-intellectual_

..life of mist five-Year-olds: the silver trail of a snail iS followed intently; -a

finger is thrust in the path ()La busy ant; a toe swirls the puddled water to
change the marbled-colors; a story is reenacted In spontaneous diamati-.
zations. The observing,.. expeOcrienting, irditating; -imagining; Wonder-
ing,. and talking all contribUte to the child's thciught and concept de-;

velopment.
Concepts.develop as the child notes the similarities and differences

of 6bjecp and events around hirh. The deQelopment of concepts pro;
ceeds from the. Simple to the complex, from the iiague to the defined,
from the concrete to the abstract. A kindergarten child's concepts tend

to be simple and concrete, global and vague.
The fact that children know the name al sornething does not Meah

they have_an adequate concept of *it. Fok :example, a group of kinder-
garten children,with,Whorn one of the writers worked, identified by
name-an anchor appearing-on-a_ship in a Picture. When questioned'.
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Lit-the fUnction of an anchor, individuar'chadren said it was used to
,catCh 6-6 fish,-drag things Olit of the ocean clean the ba 5/, stop the Ship,

art the ship, catch crabs. Had the assumption been made that the chl-
dren understood the concept because they could name the object, and
adtheir concepts not been asCertained, most of these children later,

woUld haVe misconstwed information read to:them. They would have
thoUghl that in the process of docking a ship, the anchor is droppedIO
clean the Water or catch seafood. Vague or global concepts can
negatively affect reading comprehension.

Recogniilng the function of reading iSone important concept about
reading (13). The kindergarten teacher can help develop this'Concept

inyolying students in a variety Of reading acitivities: reading for plea-
, Sure, reading for information, reading labels. Recording children's ex-
,' periences and periodiclly Sumniariing what they have learned also

---,-1-helps extend this concept.
The research Of Piaget (33) revealed that a yOUng child has limited

undeptanding 'of familiar terms suchaSrbrother, sister, family, and
country.'For c,xample, the young child does not recognize that he is his
brOther's brother 6or that individuals who occupy the-same household
constitute a family, whether or not they have a kindred relationshikr but
grandparents not residing in the hOusehold are family membersbegause.
they "used to"' live With orie of the parents. A Bill Keane cartoon'
amusingly ixernplifies the child's thinking. Billy, 'Watching' his grand,..
parents playing with two siblings, ask:shis Mother:('How ,did Weget to
knoW Grandma and GrandPar-': Whattheyoung cRild does notiiiri'der-
stand islhe relation in1,3erent in relatiOnal Concepts.

'The Young,child also evidendesllmited Understandingfof the rela-
tionS asSociated:With conjOictionS such as beeause and but. Ai Piaget
33:6:7) notfis the Conjunction beeause,has three typei of relational

meaning: 1) a causal ,Meaning in which twO events are related, for ex-
..,Liniple.,f,Tbe-rnan-feli-offSis-biCiiclabecausefiorneone-Igot-in-hiS:Wa;";1::

2), a logical meaning in which two ideas are related bwimPlication and

. .
one judgment implies the other, for examPle:. "That animal is riot dead
beCause (or since) it is inOving."; and 3j denotation of a

,

psyChtilogical relation in,whiCh motive is' the cdusal, explanation:, for
eicample,-"I slapped Paul's' fade because he was latighing, at rrie:" While
.the yoUrcg :child may understand he :relations in ObserVing events,
Pfago fnd,he has difficulty wheh interpreti4 narrative accouits In f,
CoMpleting the sentence, "The man ferOft the bicycle because . ,"
Piaget.found thai the young Child.wilrjUxiapoe arOther event, such as
'he brOke his arm,".Rather than exhibiting logical Inference, the yPuhg:
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(.. fildislhinking-is-characterized-by-fuxtaposition-in-which_tvio_ideas_are____
.

placed side by side, relationally unconnected and with an absence Of
logical necessity. ,

As.a resa of Piaget's extensive work, it now is widely recognized
that Cognitive growth proceeds through stages of develoPment. Mo Si .-

five-year-old children generally are in the preoperational' stage, a stage
where thought is semilogical, (34). Ju taposition is one characteristic.of
this sernilogical thought. :.,,; ... . .

Thenatdre of the Child% thought has implications for reading corn-
. prehension. In a sense the development of reading comprehension

begins before the Child can read, occurring concommitantly. with dis-
cussions about stories or other written materials.that have been read to
the child. Understanding Cause and effect relationships is a reading
comprehension skill commonto many reading-readiness and reading -
prograrns..Piaget's work enables teachers to examine the type of rela-, . c

tion involved in cause and effect questions about a story and to under-
,- stand the child's reasoning when:in answer to such quettibns, the child

responds with juxtaposition. Insdch-caSes (and here Piaget's work gives
us direction),. making ihe narrative event observatioriAl; as in role play- ;

may help the child gain understanding of the stbry"event..
Much has been written about levels of comprehension (/). The first

two levels frequently are delineated as: 1). liferal or factual and 2) inter-
pretive or inferential. Since, as Piaget's research indicates,* the young
child has difficulty with inference, activities conCerned with cornpre-

.., hension of reading materials should be examined for the cognitive re-
..

qu
r.

- irements placed upon the child. This is not tb say tha the teacher,.

should not attempt the second level with *kindergarten children. More
research_ is_neecled_on_the relationship between cognitiVe stage and "
_

, -

reading comprehension level. What iS meant is that the Inference re-
quired. should bestraightforward in relation to the.conteriCli also seems

. that More thne-wduld be- spent on the literal level, and the(ineaning of
content. For...one,of the writers, dramatic play activities andlrelated
problern,Soly.ing proved to be cprtiductive sources for developing in-

- ferentiatthinking in kindergarten children.
-: .

Investigations concerned with Riaget's theory and the seading ,

, process are be'ginning to emerge in the field of reading research and,
, uncloubtedN, niah more research of this kind is on the honzon.°Mean-
:-Whfie, Piaget's worl,,is invaluable to teachers of young children in.the in-,
sights it provides iegarding,children's.intellectual beilavior-7insights that -.

'_ render .thildren's' °responses understandable, insights that enable ,

teachers toproVklelearnino explriences commensurate with the child's
.

'-
.
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stage of development and preParatory for the next stage of growth. The
latter comment does not mean that one just stands by and waits for chil-
dren to mature; nor does it meanthat one pushes chil-&-eri ahead. As
Piaget states, ".. -it is important that teachers present children _with
materials and situations and occasions that allow them to move for-
ward" (15). In order to do so, teachers need to understand the stages of
cognitive growth, of what they are comprised, and what they mean.

Environmental Factors Concerned with Kindergarteners
To paraphrase Walt Whitman, a child goes- forth each day. His

poem "There Was a Child" reminds us that the environment into which
a child goes forth, has an impact on his life " . for the day or the cer-
tain part of the day. Or for many years or stretching cycles of year." Of
all the environments children encounter, khool is the one intended to
enable them to reach their fullest potential, indeed, to provide positive
stretching cycles of years. .

The variety of home backgrounds from which children come
creates a ItIde range of experiential differences. Consideration of these
differences isessential in determining children's needs and in planning
learning activities if school experiences are to be productive.

It is well known that children who see reading in the home tend to
be successful in reading. Many children, from all sodal classes, come
from homes where little reading is done and, as a result, the purposes of
'reading lack validation in their experience. Such .validation then can
come only from school. Enjoy the stories_you read to children and they
read to you, pursue4nformation from books with'your students, and
disaiss wifh them what has been read. Pause in reading aloud to linger
over a particularly lovely-phrase or to delight in one that "tickles the
tongue." Instead of telling children the directions for a game or other
activity, say(T-Let's read tlie-difectionc-they-explairr-what-to-do
children experience in school the purposes of reading.

Children who come from homes . Where little lierbal interaction
occurs between child and adults will benefit from activities '. that neces-
sitate their verbal participation. Dramatic play offers the opportunity for
child-child verbal interaction. Small and large group discussions about a
dramatic play _or class projects or related problem solving offer other
opportunities. One way a teacher can Fkimulate children'i 'participation
in discussions is to writetheir comthents in a discussion notebook. This
procedure also helps children learn-the function of writing. Let the chil-
drén know their comments are being written in the notebook "sO that
we can keep our ideas here .and we won't forget them; we can go back

2 8
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to them when we need to." -1-t..w0IN''=' ri-e;:3,!rssary at times for the teacher
-to-ask for a brief pause in -so I can finish Writing doWn.
Mary's idea." An additional carnrrott .,;IA:b as "I can't ikrite as.fast as
you people think up ideas" Erin...ck ,r.iie5 of-satisfaction from five-year-.0
olds and more and more verw ration. Rereading- the children's
comments at the end of the-..d serves as a recapitulation, and
arrentive listening prevails. Tha.;.: iing discussions and- replaying
tnemis another means of .,rbal participation:::

Children from povertware.n, -aye limited experiences with the
manipulative. educationa -Trroj, .requentlY found in "middle-class
homes and liinited first- -E.- ,..-,p,rlences that come from trips across
tow/ i and beyond.. In sonii: 17-clines there are no materials avail-
able for the child's manipulativve pot. Jids and clothespins are, in :
covqinuous.use when a d washes for a large family with
a bare minimum of supplies.

-Utilizing manipulative r. -eadiness and reading insfruc-
.

bon is 6.means of filling this -lhancing learninga method
recommended for all young:416, 7:5:-2. ad of using a chart of letters,
for example, cardboard Or T_E. can be-handled by the child.
Excursions, even walks arotr- neighborhood, provide. ex-
periences that will help chi aning to reading activities.

. Much has been written a jy environments in educational--
literature, but. not much has about the anxiety and despair..
ppverty- parents live with da middle-class parents learned of
sUch anxiety upon losing their z:mid-seventies. After living and
working in urban and ..ApPala,2,,aii, Nerty coMmunities, one of the .

writers- hypothesizes that yor.r dren incorporate anxiety.. and
despair from their parents, buti e diffuse and general in the chil-
dren .because of the lack of rei . of the Causal factors. After .the
'year's studY, the writer conclutt.,, above all, school. Should be the
safest place in the world for the,,, i,..enncit only a safe physical en-
vironment but, more importar ih. emOtional and social environ-
ment.

A Kindergarten Child's OreiLLiiwsluzise

The Importance of a Child'aLazngt40.0-. -;or Reading

A child's language is.4*t-rauw ol,u,,zial for reading. It contains the
meaning the child knows aintilf,ctiiii voase kir the necessary pairings a
child makes between oral k-siej! ttsv .--..gmbols in learning to read. Lan-
gdage both limits and expnc ic s ability to deal with reality. It is
the medium through whic ',interpret their world; at the same Y"

The-Chilth-Ready or Not?
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time, language shapes te world as they know it. Language both ex-
pretses and shapes Ili ought as a child grows in concrolling the symbols
_used in Cornmmn=aticcm wit:h others. Most irnfiortant fdiour discussion
:bere, oral lantuzia=it only the vehicle but, in another form, printed
lettrigisage is' Toe ,,.---h_tchildren to read. The inseparable bonds be-
tween the fttrns ,an,..?zitage make it impossible to consider either
aknne.

Language Dervithmument (74 Kindergarteners

Many agree with tie walrus ti wis Carrrn ll's

Through the LocarairgrGla ':ricleed, "the time has cotr4tretalk ointany
-things." They, tou.,. wotik.!. !alk of shoes and ships a cabbages and
kings. During -inelat, .ty periods of worktirries -zif a kindergarten
classroom, onw-nat..-7- a children engaging in many forms of
expression: -.crabrat-lc pk..s,, conversations, narrations; and the
-evitabledispuw.s.

. At one-time t wmY Dund that children's language develoPment
. took a dowPwaticht_ beginning school; a circumstance attributed
to the in classroom's. Fortunatdy, today," the im-
portance ci ,.lar-rittoge development is.more widely recogniied and
steps haue raken to change this. While the preschool years com-
prise a peaTofstibstamtial langUage learning, the five-year-old's -Ian- .
guagd grourhisby no -=eans. complete. The advent 'of transformational
-grammar crreatedan invigorating impetus for reSearch in the:language
developmenn-of childra7., here is a field where the "knowledge ex-
-plosion" is=.s..7t appeurii The cliaa from several studies bearing directly
.on the langiaAteof Atinc-rgarten children are-reported below, as well as'
additionall._,.u.zaiieulting from the writers' observations of. kinder-
garten

Vocabulet,
. .

Reseitlfirl&-rig..:-:.(:' the size of children's vocabularies have varied
. .

as the ddifTinicinzi' vQc4bulary and the Means of -deterrriining its size
have varie,A. EarivroPenrcheis, who interpreted vocabuiary as the Mini-

° ber of worsprvien,, ,,"±stim6ed the' speaking vocabulary of five-year-
oldS:to bse 2,,aymta :=,-,/.600 words. Later researchers, who.. defined.
vocabularaaste,=aurn.tet'of WordS understood,as well as those spoken,_
reported lhatilt .a-2-3xLmnolds generally have a -5,000 td 6,006 word
vocabulary. researchers have gone beyond counting the
number.-zof worrin- ,thildren's 'mental dictionaries but they have af-
firmed theract:timitt chidren continue gaining control of.their language.a
during tl:eeierneliltary school years. 7

Robinson, Sr:a-aim& ond-Cullinair
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Kindergarten ciAattii-1). live a larger understanzing vocabulary than
a speaking vocabi*ary k7it many nf their concepar.e vaguely defin
or formed. The...teacSi-, voc-abu-lary devopment must be
expcnd childan's prinvide experiences whiich will help.chii:-

.dren divelopxoncep- uily and oidcurately; to.'encourage childret
to practice using kr. ; and :to py :)vide interestng models of Ian-
guage through invc:. kaitt with pv, )le, .recordings, fiiins, first-hand
experiencesand language in books differs somewhat from
speech, andChiklreri whc.....;.,,r.c-aeard'zi.ccontinue to ou.-trip in many areai
of language performance '40?. who iairr'not read to When children are
surrounded with interesti, 41-igutiw: :Ind provided with activities and
encouragement for using 'Vrluac-,e. eir vocabulariestwill grow. Chil-
dren in kindergartenseern1, t,s/0:.:' collectors and show great delight
in Playing with language. .1Mcivs,. racr: sense verse; tongue twisters, and
parodies are qUickly Trierrxrd ank: .ised repeatedly hy young chil-.
dren. In The Lore arrdr1=Igiivie of khoolchildrert, lona and Peter

'-OPie '(31-:18) state:

These rhymes,. =re :r- '!,-ar.--playthinas to -.Children: They
seem to be one -Ine.11:s of comr=mication .with each
other. Language tleew fa.:them, andzhey find difficulty in
expressing .therrak.re_ their c;wn they ..burstinta_
rhyme, of, no Timciro-,,i24-4if.",',. relevancy, ar,., a cover. in unex-pected situ o.tn rsn an awkward meeting, to- 'fill a.
silence, to hide zieeecit,-,, carnotion, or a exCite-
rffent. And nic zuaint-ready,made
ridiculousnizof is =v.:dr:lined, the absurdinf the adult:
world and. -heiir xoclaimed, .dange,, and- death

.

mocked, and the nuirtsity of angu age itself its satotrared.
Children enjoy language palaTta.+161 join' in a rhytmea.55,,v7arl as they
hear.it.-AhOok by'Rudn KrerasTi._::.4 VeSpeciaJ House (Harm-.1..1. 1953),
illustrated by Mauride Seuidc. . and iesed onitapecordin= of .chil-
dren's language while th-ey aterat showsthe rhythm, "innate, and
nonsense that children it-f-orporFate iralariguage play_

When children hem wcaro..ttiat intrigUes them_ thea; tend to
use it in all appropriate and snw, iiimi.:propriate ways. Tear/hers who
read Curious George books A. Rey. will hear curious tht-,..curious
that for Many weeks. A ilv-Vtrt.tr-oki. child who heard his mother ex-
claim, "Isn't that magnificent atmt a magnolia treeiin 'bloom, picked
up the word and labeled evturythr nagnificent"iartherest of the
day. Kindergarten children towtIf do timir part in voceilatilary :development
if te-achers do theirs by prc,,idIng l=,=.14 experiences to talk about and
encourage children to talk ai -)tit divan_
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Phonology-
_ On the basis- of Teinplin's research (42), which reported the age

levels at whidi accurate production of consonant sounds was achieved
by the subjects in the study, fiye-year-olds would still be.in the process of
-achieving articulation [of :t, th (voiced and unvoiced), u, 1; ; and zh.
Snow's study (40) of first grade atdren revealed lietween 100 and
1,067 "errors" in articulation of the following sounds: 3, ng, j, th as in
child, sh, s, v, r, z, voiced and unvoiced th, and z as in azure. One may
note in the pronunciation of words beginning with.[1] and [r] the kinder-
garten child may substitute w, thus the word [love] is frequently pro-
nounced [wove] and run pronunced Iwunj. The unvoiced th at the
beginning of a -word may become t as in [tink] for think and [turn] for
thumb,. but becuinesif at the end of a word as in _[wif] for with or fol-
lowing a medial [r] asin [free] for three.

Reduction and clustering of sounds in some words and combina-
tions of wordsis a frequent occurrence in the speech of young Children.
The following axe illustrative: gimme, for give me; da yuh, for do you;
wacha doin? for what are you doing?, gotta, for got to; wanna, for want
to; meecha, for meet you; gonna or-gunna, for going to. These fontis
are also heard in the informal, causual-speech of adult speakers of sten-,
dard English. Children gradually learn how to adjust their pronunciation
according to the degree of formality required by the situation.

The articulation features of five-year-olds' speech described above
should not be considered speech defects; but neither should we assume
that time will take care of the matter. Maturation includelmuch more

.than time; experience also plays a crucial role in maturation. The
kindergarten"child needs experiences Which foster the, development of

.articulation of speech sounds and pronunciation of words. As children
>am new Docabulary, articulation and pronupciation develop also.
Activities such as the alliteration exeacise deicribed under auditóry dis7
crimination may facilitate articulation, of speech sounds. Creative dra-
matics, and dramatic play may also help children acquire proper,pro-
nunciation. Furthermore, such play can increase children's awareness
of the social functions of language.

Syntax
The Preschool years cornprise a period of partiCularly rapid growth ,

in tfie acquisition -Of syntactic Strudures, and it- has been stated that bY
the time a child reaches school-age he has mastered the syntax of his
language. Recent research suggests this may not be the Case, as findings

Robinson, Strickland, andCullinan
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indicate tli.i...,.irodurtivecontrolof syntax argd,a/c,cruisition orf 5y.ritax con-
tinuo, thmau7inout the elementary school yea:,,,;. .:';;Donnelll, Gratin, and
Ncirs (30:33) noted:two periods of pardcuhiriV rapid sptacticd velop7
mem in speech: kindergarten through first rde, and lie end o ifth
grade throulqh the- seventh 'grade. From kt,Aemarten on thei.:,e was a
steady in=reee 'in the murniber of words per . nit. defired as- -"a single
indepenriP----.predication together with aril.- subordinate disuses that"
may ben:awed to ft.". Paralfiel results were fand in a kung.a:t,.1dinail study
by Loban 134). an.77elation tto the:increase in words,-Me...t.yi..k (25:115)
pOinted oncr.±. at -may not -nessarily er,t.....knce syntactic maturity
because sozne mmre:complex syntactic structu- may betharter .n form--
than less coinnolex.=actures. She cited as an .:,-..zarnple: 'The botj, who7
is Lyirj,g-on-Cre ground, is hurt'. versus -.T.he bc7. lying am 'doe gratund is
hurt,' the :ter beingmore complex_

O'Donnell, Griffin, an d. Norris found an -sefrom kindergarten
through grade seuen..in sentence-cornlbinin sf.inns. that is,
embedding..one kernel. sentence into anoth.:- At the
Mean number of transformations per T-unit waf,....81.vatth azange-of .4
to 1.6 .for boys and .62 with a range of .0 to 1..72.'..Or4zitrls...7-=nr dampen-
son, the mean for seventhgrade boys was 1.47 and lor-sertenth grade
girls-,-1:21:kindergatten children used ,nominal consbuctionsto a much
greato- extent than adverbial constructions in sentence-combining
transformations. The direct object.was ffie grammatical function of the
nominal constructions in the . speech of kindergarten (Cris and..boys; the
indirect object and object carnplement did not appaaLintheirspeech.

:The modifier used most frequently by kindergarten :children in
nominal constructions xvas noun Plus genitive forms Itnnessive), with
an occurri, of 11.43;per 100 T-units for boYserikglitiS,..The occur-
rence of other modifiersin,nornin.al construdtions for both kiys and girls
were: noun plus noun ,8.00. noun plus adjective 6.47, noun plus rela-
tive clause 4.77, noun plus prepositionphrase 3:90, noun plus infinitive
phrase .'79, noun plus participle or pacticiPle phrase .801, with adverbs
not used at

In .the use' df coordinating conjunctions, both kindergarten boys
and girls used a prepbncierance of and., as occurred at all .other levels;
kindergarten boys used..thitt to a greater extent than so .andi Ito:a much
weater extent.thanthe.,atirls; girls appeared.to use so much More'than
hut and morethan the boys; neither baqs nor girls at this level used or. as
a coordinating-conjunction.

Theszructural patterns of the mafrr_clatisesdid no7vary a great deal
from kindergarten to seventh grade. Arall levels,' thelo predominant
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patttentwoirre stitojectnerEerld subject-werb-obit-.:,.ira, lesser degree,
:;:-

leweis ;used stubject,verb7predicate nomunal and subject-
:- .Verb-poredizate :Kindergarten girls ized th there-nerb-

subje= pantern-t iro: a mau.th =eater extent than dicti kin&rgarten boys.
41-feepairces -were . not .found in. _ore' lainguao-e develop-

inent, fturvit-shc:)uld .roted that tthe boys sun..nassesal the girls ri a
'-nUmbetcoimireas.

.:amorreky of the acquisition ctf foca corr*ex syn-
-'tactiommanir, 0011 4.- horn five to ten .yeam of moric.iuded:timt
the act*Sition ol.-srruchires vms a proce,:zi effect at.. nine ..

years nfaele. shefound car !able variation in .

..-theagfeat which ..,-Eriliiiwtzealeriacqt.tilsition of-thz-,,..,t.tureS, in.a later
:,i,stu4y,44:120) wttrthc 'rage 5.9 to 9.9 devell4-rg..7.ntal.....ges were

evicienceii The-steuturemployed in these studee...7actuireidetrtifiCa-
i. tiono-fideep structureuriS awpposed to bioset'-:".. Euriace.structure.

Thestzuctures are thrpotfints of difficultg,..are.qurrdelow. froarrhe
: firstLdy.

Eiroture Difficulty

john is e.,-e-sy 1. subject oi-i==ence
subject of7

2. John prat .stnnEthi"T.ttago.. 2. subject of
3. John askzeialiwitatop do_. 3. subject of:L.,:
4. Heknew that ;infra was" - 4. reference

7ingtvAntl-.e

The data defilneatthove.-provide)information ,..dnout the state of
.syntacticaLdevelopmenturilitindergarten children. Tfrfispperind is .one of'
raii=owth-jn :the develliapanerut. syrttax, but it shrouiid be reiterated .

thatinaturationis,lotjt_Tanrnatter -of-time. Children Aecilkito talk by talk-
iing, and thisleamingis-enhanced when ehildren Imr4e something stib-
stantive abouc ich t talk. Programs that proviith..a continuity ,of
-learning in contient ar rf rinttertst rto the childner provide the sUb-
stanc e. around whichiairazagedevelpfirrient- accu=s:. As the y *.de lve into

-new content ta*Eingibout it, enacting.it. bualthrthings in relation to it,
,syntactic:;structurres. als6 are learrued. Far example. in studying .aiout
:airplanes miti tine .afrpolt.7noun and adjective modIfication in nrorninaL.
Constructians appear im-:-.hoth subject rand o,aject furrctirms as the :tit&
dren. eirtgaigirr9 itt discLeeion and dramatic -444!, about :=rgo

..-planses,.passanger pitanes.'big planes, litelep.,an--.7.'ircgsy-weather, heaVy
-sn og.*. easy lianethtss,_ anExoundess other.cotaiiLaattons acquired a

.:resuiteeileannintr thboirttthrezx)ntlit.area,..
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Serial:arcs

Ear liier in the discussion of concept dev.;inicp.calent,- it was pointed
out that:a child troy krnow the name-of somethincr and can identify the

,objectbut the child's concept may. be vague intumquate. A sirnilarity
prevai,t's the Child's acquisition of words and their.- meanings. A Bill .

keane "Fanuily.Circus" cartobn is amusiinglillustrAri!ii4.).. The little boy-is
mothr finds him taking an arinful of cookiesthorm e:zookie btax. In re-
sporme: to her locik of disapprobation; ,i;effy..aws: ''.1-2addy said I couild
.havesorne cookiesnow many is 'sonne'?" question and :ciLtiCk
thinking in this case, one must add, nueei t7rrxi i. is most obvious of
predicaments. Neverthelessohe genurhemes c question 'is sup-
ported by research. Finding words wE 1 rraore--,than ,.onemearaing
becomes am exciting .garne for -chilaren. iai.i :of Peggy' Parrish's
Amelia Beileliahooks portray the-humor of :::::zosirqz the wrong mean-.
ing.

R-ecent reSearch revpa.lc that young chlicattin have limited under-
Szandiing lielationdterrh.s. Adults .often ra-ucle children understand
these terms,and use.them as the adults do, but&,..t'does not seem to be
tba case. Clark (5-.226) found a sequence of irk.gr s'-ges in the acquisi-
ticn ofthe meaning of the words befora.- and after-. Sh reported:

. . first hilcir' en understand neither samard: second, children
Lmderstccd beforer.but hot after; rJ, children intpreted
after as if it meant before:: and foiri, children lindiatilood
both worc±s correctly.

In:a study of the use of the terms-same, mare, .aoi:1 Less in cornpari-
sons of length, weight. and numb.- of objem ',with subjects 49 to 62
months In age, Griffiths, Shantz, .attc-Siegel (1!...4t, 'reported the .fcillowiing
results: the terms more ,and lets Were :. used comedy mbre often than t1he
term mme in comparison.s of length -and -weight; more was used more
correctly in: tomparisons of length Pind weight than with nturtiber; less
wested rraore.'correct1R w. corn4c:xrisons of length than 'With those of
wectO7;-and nurrni:ers;.sorne .was id rnrAre correctly with.- length then
wiright and numbm-.. Thus, i& te-2,rms mere used correctla..-more
often- -llor comparisons of .lengtthah for compariscms cif weight and
nunnier. The tiii same proVed -to L xnest difficultfmthe children

-

and Wales (.12), mu ..p.sugating. stbe acquisition of rela- -

tionerns withchilidagesthree-and-a-half trzciimureported that-the
.ternm-72=ne arriidrantrwerre tis:ir.::orreztly.. with -ne. term different
appimurig to In..= tothe child :a -diff,ent :item :havin,?st the- same attri-
butes-as-thecornpmison iter-. :a.,sec-Dnd experimen,..: using cardboard
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trees and paper apples in which phildren were asked to judge which tree
had more or lesS apples and in which:the chilcfren were asked to 'make
one tree have more or less apples, it was found, as in an earlimstudy
(11) that many of the children consistently Interpreted zeseas synony-
mous with more. Inthe case of same/different and more/less, ehe in-
vestigedors stated "...irulifferentiation of the antonyms occurs in both
cases" (12).

In a discuision of-Donaldson and Wales"results, Clark (6:271-2721
pointed out that cornparative adjectives are polar opposites and that
OnlY one of the turns ".-. . designates physical extension along a et-

.".For example, wide refers to the dimension of width, as in the
staternent, "The desk is three feet wide." The tenn .identifying the
physical dimension then has norninal use; however,. it also has a con-
trastive use as in the statemertt, "This 4esk is wider than that one." The
other term has only the contrastive use as in, "This desk is narrower
than that one." Clark posited a devetoprnental.sequence mi childrect's
undeistancling ofrelational terms. Using the terno more andi less as
aMples, he explained:

first, the child uses more and I in the nominall noncom-
parative sense only. Second, since the nominal ten:n refers to
extension rather than to lack of extension, he uses both more
and less to refer to /he extended end of the scale. Finally, he
learns to distinguish less from more and apply it to the less ex-
tended end of the scale comparafively.

It.is inthis third stage that the Child used comparatives in their ,corripera-
tive meaning.

The information about relational terms has special,. rekvarace to
many readiness activities in Which young children are asked to deter-
mine similarities and differences of various kinds and to make various
other comparatiVe judgments. Teachers need to recognine that the

comparative term MaY not yet fürartion as a comparative forrthe child.

One of 'the writers, in:working witih kindergarten childiren, iound thaw
helping children understand litre_ cOMparative meaning of the word
more facilitated .aChievement n 'Piagettan class inclusion tasks (38).
Young children alSO have difkulty with other rrelational ten= /eller,
shorter; older/younger, high-lower, 'arger/srmaller, thickezdthinner,
and wider/narrower. These terms are all comparatives, which -may
have only limited ineaning for titre young child-

The importance of oral language in kindergarten programs and in
relation to readingWas significantly evidenced in a study by Lciban (24),

in which it was found that children who ranked: high in oral laraguage
.140,

3 6

Robinson, Strickland, and Cuilinan 29



ability at the kindergarten level also ranked high in reading achievement ,
in later years_ Loban's concluSion that proficiency in oral language is --
basic to achieving competence in reading is in agreement with the find-
ingSof,anumbe- of other studies. Kindergarten teachers play a signifi-
cant trode' in helping children-expand their receptive and productive Ian-
guage competence.

Culttortal Factors olf Languageln the Kindergarten
.As educators learned More about the nature of language develop-

mentt and its selati=nriship to schOol achievement, it became dear that
oral Ilanguageactiuities form the basis for the development Of skill in the
entire sip-- ectrurn cr.'. the language arts. The importance of developing
progrannsin oral English as a means to improve readjng and writing at
everv leval was str.ssed by the National Cbuncil of Teachers of English

,TaskForce on Teac-hing English to the Disadvantaged.
Concurrt with the recognition of the importance of oral langi; ge<

toschool achieverient, educators began to focus more on preventdive
aoproaches to thereadina failure among children who were coaSidered
=be_ high risks. Such children generally come from families whose in-
=mes tblace tl-nem in the lower socioeconomic levels and they are most
then members of a 'cultural minority group.. In the sixties, programs

ch as Head Start and Follow Through were launched for these chil-
=en in an effort to avert problems before they became overWhelming.

°In addition' to the many new pro-grams that focused on the very
voaung,. intensive study was undertalcen into a wide variety of corn-
monenbelieVed to be the cause ofteading retardation among the dis-
advantaged. One of the factors given considerable attention was that of
language. Spedfically, it was the linguistic differences of children whb
were both pbor and black that many linguists, psychologists, and edu- '
=tors began to investigate. The fact that the language of these children
differecb-noticeably from the language of instruction.in the schools wa;
Itypotheastzed to be a major cause of their reading failure. Though
iocousecil.on bla;ks, these studies hold implications for any thild who_ .

speaks amonstandard dialect.
Traditionally, teachers have worried about the language of non-

standare-speakers largely because we thought it to be inferior. We
SciUght to eradicate the "bad" grammar, the "poor English" these chil--
dren.were speaking. We would correct a student consistently for twelve
long years only to discover that he or she would still saY "They was"
instead of "They were." Such failures were blamed on the as we .
continued in our attempt to teach all children to' speak the formal way
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English textbOoks said they should. It is no wonder we ignored the
linguists coming onto the scene who told us we never taught textbook
language in the first place: The linguists persisted and finally made us
recognize that language just would not be contained in a rigid standard.
box. They shocked us even more by insisting there is no one correct
English and that appropriateness is determined by factors such as the
setting, the topic, and the speakers and their purpose in speaking. We
floundered with these elusive guidelines because at had always been so
comfortable to know that we were correct, and so ennobling to rid the
world of ain'ts and gottas. -

As we listened further to the sociolinguists we began to recognize
that all languages vary, that the black English many of our low socio-
economic black children were speaking is rule governed, systematic,
and capable of expressing all levels of thought.

At this point, it would be well to define what is meant by the terms
standard English and nonstandard dialect. Linguists agree that each

. individual uses language in ways that make him unique and; in reality-,
there is no such thing as a standard language. In order to develop
guidelines for language instruction, however, a working definition was

. needed. Horn (21) reports that, in- May-1968--,--a group-of-educators arid
linguists, concerned with language development and individual op-
portunities, met at the Center for Applied- Linguistics in Washington,
D.C. The committeedrafted this definition of standard American Eng-
lish: 'A socially unmarked variety of American English, used as a refer-
ence point in school language instruction4o increa .. the individual's
repertoire,of important and useful ways of communicating. This variety
of American-English is often heard on netfvork radio and television
newscasts." Johnson (22) defines nonstandard dialect as the collective
patterns of a subcultural group that does not have the prestige of the
collective speech patterns (standard English) of the dominant cultural
group (the middle class). Some' linguists term the variety of English
spoken by moSt disadvantaged black people as the nonstandard-black
dialect.

It is extremely important that the kindergarten teacher build a.lan-
guage program that encourages children to use their own dialect as a
basis for oral and written --expression. Nonstandard dialect should be
accepted as readily as standard dialect during sharing time, storytelling,
creadve dramatics, and any othef oral language experiences that might
be provided. When the teacher acts as a scribe for children's written
charts and stories, regular orthography should be used in-recording the
spelling. Any grammatical V-ariations, however, should be recorded just

R^Nns^n, Stricklan4,
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as they are expressed by the child. For example, Billy may tell a story_
which sounds like this: "I gonna git a new bike foe my burfday, an, an,
an, it gonnabe a two wheeler. Man.'? The teacher-scribe would record:
Billy's Birthday Story. I going to get a new bike for my birthday. And it
going to be a two wheeler.Man." In this way, pupils Can observe the
relation between speech and print. They will see their_ own words writ,
ten is they will see them in books. The notion that their very own stories
can be written down and read by someone is a critical understarding in
the langUage learning process; however, this does nut occur if theke is a
great mismatch between what the child says and what is written'down as
the child's own composition. Standard spelling is maintained so that the
visual forms remain consistent as the child moves toward reading froth -
books.

The gradual acquisition of written-communication skills in standard
'English is a desirable outcome for all children as they move through the
grades. There is good-reason to believe that the child who has learned
to use language effectively (whether it be standard English ur a non-
standard dialect), both as a tool for communication and as a means for
creative expression, will be more receptive to language learning in
general. Thus, such children would be-even more likely- to -acquire the
standard English conventions generally expected in school and in the
broader society.

The concerns related to the language of our increasing Spanish-
speaking population are in many ways quite different from that' of the
nonstandardtnglish speaker. Although such _children are often called
,bilingual, the term applies to very few at the kindergarten stage. Honies
where.both Enalish and Spanish are spoken as native languages are
relativNy rare,. and the children of such families do not face the prob-.
lems encountered by those who grow up in an environment where only
Spanish is spoken. These children will experience confusion arid failure

. dying the kindergarten and primary grade's unless the Achool is willing
to make special provisions for their needs and to accept their native lan-
guage as valid.

-We have already stated that every attempt must be made to reduce
the mismatch between the language of the gonstandard-speaking-
learner and thelanguage of instruction. This sarrie principle holds true
for the child with little or no English as well. Before children can be ex-
pected to learn to read English, they must have a firm foundation in oral
English. Otherwise., as Modiano (27) suggests, it may be best to intro- "

duce reading in the first la`nguage. Some schools have initiated bi-
lingual/bicultural programs in which both languages and cultures serve
as thernedium of instactiOn. 3 9
"ef
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Young children generaisy'.- rale difRrulty acquiring a new Ian-
guage. kaum (32). suggests that "qUarantreeCng 'the .p;resenCe of a
natural language .environment in the preschool classroom seems to he
provision enough for preq.choOl children to Learn English as a second
language if they are required to speak English to communicate:7.
AuthaMties agree it is essential to have an annosphere that encourages
an abundance of rich, natural Conversation inthe new language_

&ncekindergarten teachers often are childen's first teachers, What -

the teachers do and say has profound efficts upons.hildrer2's attitudes
abOut schocil and their impressions of how the school views thern.-For
this reaSonm kindergarten teachers must examine carefully their attitudes-

' about children who speak a language cather than standard.Engrish.
Kindergarten teachers iT11.1 Lawn all they can about the language

.oftlhethilchren tAey teach. They must be keents, sensitive to the fact that
repeatedly correcting and rebuffing a thikl for' "incorrect speeclf .will
deteriang6age learning in school. Knowledge of the children'slanguage
will assist the teaCher in differentiatng between phonologiCal and syn-

. tactkal differdnces which may occur in.the nonstandard dialea speaker
or emerging bilingual speaker and th;,--,se speeCh habits wliich ate -due to

-e--.--immaturity-. For example; the'articulation of th as /di ma' y reflect don-
'-standard dialect rather than immature speech.

--- There is no evidence that correction of a child's language has ever
had any positive effect on it. McNeilll (26:69) deScribes the viaY children
assimillate adult models into their current grammars, birt ig deafly dis-
tinguislhes between assirnilatinlimfttations and Changing a child's gram-
mar. Fie cites one Child, In -the phase of producing double Aegatives
while aeveloping .the negative transformation . who had the following

...exchange with hiS mother.

Child: Nobody don't like me.
Mother : No, say "'nobody likes me."
Child: Nobody don't like me.
(eight repetitions of this dialogue)
Mother; No, now listen carefully; say `;nobody likes me;"
Child: Oh! Nobody don't likes me.

Not only do such practites of correcting not help, they may.actuallY .

hinder a drild's learning. In fact, Cazden (2:111) says:
The implication for edrication is that teachers rmay be inter-
fering With the chi/d's learning process by inisting on Iv-
sponses that superficially look or soundcorrect."'

The often used dictum that we should accept the language thatchildren
r

bring to school gains stronger support than ever..It is not
ith

rough cor-
rection but through a rich and supportive langliage environment that
children will expand their language power and control.

40
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. It is important that all childten be provided-many opportunities to
engage in a variety of language activities in which their contnbutions are ..,,

considered valuable regardless- of dialect or stage of bilingualism. A
teacher responds..to children in terms of the .ideas they are expressing
and the intent of the expression4-not the grammatical foun.

Equally as important as acr.epting the language of .ttie child 'as an
ihdividual is the development "of an appreciation Of language variation
among all children: Thus the teacher's reskinsibility goes be9ond a will-
ingness to rethink theaways in which language variability is viewed. For,
although ideas aboUt language ebility have changed, the 'greatest
chahge has come in the ideas about the responsibilities of teachers. In
essence, We haye-ehange-d-Ii:Cm focusing. on children's failures to

Jocusing on our responsibilities as teachers.
The Nationals Council of Teachers of English Committee on Com- ,

patiOn arid-COWrifunic ation7-(8)-clearaces;t1-te----
teachers' to Uphold the rights of student's to their own language.

We affirm the students' right t6 their own patteMs . and
varieties of language--the dialects of their nurture or: what-
everdialects in which they find their own identity and style.
Language schc:ars king ago denied that the myth of a stan-
dard American dialect has any validity. The claim that any one
dialect is unacceptable amounts to an attempt of one social .

gthup to exert idomipence over another. Such a claim leads !:
to false adviCe for speakers and writers; and immoral advice
for humans. A, nation prod& of its diverse heritage' and itS

.tultural.and .racial variety will preserve its heritage of dialects.
;We "affirm strongly tl]at -teachers must have the experiences
'and training that will enable-them to reSpect diversity and up-.

hold:the right of:stUdents-tb-their-ówn-languag

Implications for Instructionaltaals
The relationship between language development and reading

achievement has been demonstrated repeatedly in studies by LOban
(24)., Strickland (41), and others.- Some researchers In-,re extended
knowledge by exploring specific areas which ,contrthute to that, relation-
ship. For ekample, Cohen (7) studied the effect of a special literature,
program on the vocabulary and reading achievement of second, grade-
children. Children who had stories read aloud to them every day gained
significantly morein vocabulary and reading achievement than did a
Controlgroup. In a subsequent study:Cohen examined the ways that .
authors of children's books-clarified concepts,and unfamiliar terms in the

-books used. Techniques often involvedsensory imagery and added to
comprehension without interfering with the story line.
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, Fasick (V) comPared the language of children's liCi1iF-41ih :the
contertt of children's television programs to see if the laguage Used was
siinirar.`Shetfound that children's books used a rrnich wider.range of
lYntactic patterns than did; the televisiOn programs. Sentences in chil
dren's books were mOst often complex, while the Sentences used,-on
teleVision were sirriple In structure. A strong literature program provided
a richer language environment than the one experienced on .televisiori.-

Chomsky (3) investigated the relationship between children's
'knowledge ,of complex syntactic structures and the amount of reading
doneby them as well as the amolint of material 'read aloud to them. She
ound that children who were read to and who read More on their own.

.had'_a significantly higher knowledge of complex structures than chil-
dren who heard and read fewer books. ' b

Jaggar, and Strickland (10) extended the work done by
Cohen_by=examining_moreLspecifically_which_aspects of_exposure to

. literature affected children's language development. In their study, both
experimental and control groups had stories read aloud to thern,;severy-
day but only the experimental groups Were involved in activities which...
stimulated active use of the language heard from reading the literature_ ,

,aloud..'These children were involved in roleplaying, creative drarnatics,
ChOralsPeaking, a parroting game, story telling, puppetry, and group

.

discussions of the books' following the daily reading. The control group
follOWed their daily stOry time-with art activities, music, rhythmic activl-

', ties; Or activities which did not involve active participation in the use of
the language heard froin the story reading. ,At the kindergarten level,
,children 'Who used langUage grew in their control of language signifi:
cantly more than the children Who merely heard language,

The-active:useof language versus the passive Feifirirlanguage
has been exarnined,in relation to television. Young children who watch
a great deal of televisiorrhave not demonstrated unusual groWth in Ian-.

" guage control. Although they hear language extensively.while-viewing
- television, they are not actively involved in verbal using the

language. This would explain why n`onstandard s eakers generally do
not increasetheir control of standard English, despite the fact.that they
may watch television .for many hours each day. The personally in-
volving language that nonstandard English speakers hear and practice is

, .

more likely the part that influences their language; it is not the passively
'obserVed standard English they may hear on television.;

Theimplication for teachers is clear. Children must use language to
grow'in their control'of language. Models and stimulation are important,
but models without participation and active use by children are bound to
have limited effect.

:R9b1nson, Strickland, and Cullinan
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Literature provides teachers many opportunities for stimulating
children's active use of language. Furthermore, books provide new ex-
periences and introduce new wOrds into children's vocabularies. Chil-
dren hear i variety of sentence patterns and can be engaged in happy
experiences Which involve new ways "to say things. The following sug-

: gestions are intended to stimulate the active use of language.
Flannelboard stories. For years, teachers have been cutting out

shapes of characters and objects in a story and using them on a flannel-
board to tell a "story. The same idea works- for having children tell
stories. After hearing Little Blue and Little Yellow (Lionni) or The Man
Whir-Didn't Wash His Dishes (Krasilovsky), children will use the flannel
cutouts repeatedly as they retell the story to themselves and others.

Creative dramatics. After reading a story, children enjoy acting it
out and playing the roles that were depicted. Folktales andold favorites,

..___suCh_as_Theihreer.,Billy God's_ Oruff,-are-excellent-choices4or=creative
dramatics. Discussing what the characters were like, how they would
sound, and how they would behave makes the story come alive and re-

, sad in a lively enactment. Children use their own language and the
language of the characters to play out the story line.

Puppetry. Simple hand puppets or fancy commercial ones add zest
to storytelling time. Children.who may be shy and who will not speak in
fronfof a group turn into chatterboxes when they are hidden behind a
puppet stage. They become the characters represented by the puppets
and use language freely.

Transparency stories: Storytelling sessions can be enhanced by
using transparencies to picture the characters and events involved .

eumulative tales, such as This is the House that-Jack-Bulk-are easily
'adapted to the transparency sheets. Colored transparencies make it
even better, so that when each character is added it builds the mosaic of
the tale. The Little Blue aWd Little,Yellow story is especially good,.for the
transparency format. When Little Blue and-Little Yellow overlap as they.

do in the story, they turit green right before your eyes.
Peter Parrot. A parrot puppet can tell children that, instead of his

repeating things after people, this one wants them to repeat after him.
Being a fussy parrot, Peter insists that children repeat everything exactly"
the way he says it. Peter asks the children to repeat" sentences frOm the
story or'Ones based on the story. Poetry is a favorite 6f Peter Parrot and ,
he enjoys very much David McCord's Pickety Fence. Children try hard
to repeat "Give it a lick it's the pickety fence, Give it a lick it's a clickety
fence. Give it a lick it's a lickety fence."



/A.;:ctiorollspeakim, Noetry, 'stories with repetitive: lines; and finger
plaYSinvite7children tb ,;.:in in _spontaneously*::Teachers,who read or.
recite-rhYthmic,PhraKswithenthusiagn will soon have a Chorus of chil-

-:drin'S$ voices joining theirs. Warida Gag's Millions of Cats has "Hun-
Of cats thousands of cats, millions..and billions and trillions' of

cats" rePeated several tirrt.:9s throughout the story and children "join in
repeating it spontaneously.. ,

Fabtaiy, imagination, and language form the essence of literature
and are central to children's development. Children who are not.told
stew*:and :who 'are not read to will have little reason for wanting to
learn.i6i-ead:'Hearing good-stories and participating in the active.use of

, langbige': enriches children's language and leads them happily into
reading On their own.
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The Teacher:
Fostering Interest
and Achievement 3 Bonnie Smith Schulwitz

,

The preceding chapter, focusing upon the young child, provides the
proper perspective for the emphasis of this chapterthe teacher. Any;
quality educational program Anust beoin with foremost attention to the
children for whom the program is being developed before other aspects
are considered. With this rationale; this discussion concerns issues perti-
nent to the role of the teacher in instructional reading:programs fot
young children. Chapter 3 is divided into three major sections: 1) Moti-
vation in the Kindergarten, 2)" Creating and Sustaining Intdest
Throughout the Kindergarten Year, arid 3) Our Goal: Interest for All
Beginning Reading for Some, followedby concluding statements.

Motivation in the Kindergarten
Learning to read depends uptiotinvo a the mostfisesit principles&

all learning.--motivation and reinforcement. These Ttitnriples -specify
that learning is molt likely to occui i) when an omonismwants to reach
a. specffic goal in order .to seek satsiectioti of a need. Le. whenlhe
learnerlis motivated, and 2) when the response the learner niakeslre-
sults in arriving at the goal, i.e., the response is then reinforced. .For
example, when a- young child learns to say "Jenny" in response to
thevisual-cue of the letter symbols which forintthe namelhe source of
motivation may be'the desire to succeed ift.this:new, ,exciting task of
reading and the reinforcement is the teaCher's .word 'of praise for ,the-
child's success in this word recognition exercise.. Reinforcements then,
areconsequenCes which facilitate and perpetuatelearning.

Motivation is -characterized by two types: extrine,c and intrinsic.
,Thehehavioristic view of humans as reactiveorganisMs, which reipond ,

. tc::,outside forces acting upon them, forms the basis for the funtion of
extrinsic motivation in ) earning. To illustrate .thiS concept, the young
child at school may be. extrinsically motivated by the outside forces of:

.
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03 Immediate gratifications (a classroom or school-related privilege, a
prize, a happy face sticker or "Good" written t..y the teacher on a
paper, teacher attention, teacher approval, praise)
Academic rewards (acadeinic success, being able to achieve, con-
formity with peers; good papers)
Social rewards(peer conformity, peer acceptance, peerapproval)

Equally as signifidant in motivating learning are the inside forces-
-the learner's own innate characteristics, needs, and values. These 'unc-
tion to create intrinsic motivation:for learning. For example, the young
child could be intrinSically motivated by:

Natural curiosity
Spontaneous learning
Desire to please:others
'Diesire to succeed or excel

Gener011y, as, 'individuals !mature and satisfy the -more primary ,
needs (7) *ley Tinive satisfaction Luni an turner neecEto know-and
understana. Thegstre therrmorerratOtivaied in thelearningTenvironment
byintrinsiciarcesahe latig:rancregoal of education is to make the value
df lear- ninglbecome,,,its own reaward. Hopefulfsc the mature student.
ableto readititdisamal.

WherrAmires clhildrementetrschool, however, a substantial part of
themother:ion teltearrrinust-he teacher #Ntnerated. The following liSt
citessornesgeedlic ways ateacher might ,:lomplish this within the in-
Structiondlteedingrprograrn.

Thelteacheran
Use: a .warrn, enthusiastic yoke, and personality in relating to
children . Thtsenthusiasm caught.t .; the children and they, in
turn, becblne excited about thereading taskor activity.
Insure that every :child achieVes some meastire of success.
Whether a 'child is motivated to atter* a task depends to an
extent upom whether past efforts have produced success or
failure.

.

Give pOsifive attention ancLapprovatto each child.
Give generouS verbal Praise and extra concrete- rewards (de-
pending on-the needs of-the children) such as a tbuchr a hand-,
shake, ahappygram, orpositive Wordi onspapers.
Convey agenuinepersonal interest in each child.

Methods ahd techniques in:teaching
Involve children in ;learning activities such as role playing and .

action-oriented. lessons. One Vidergarten teacher \holds up
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cards with action words such as stand, Jump, and hop to which
individual children respond if they can read thee word card.
Garnes, songs, rhymes to incorporate fun while learningskills.
Simple visual aids: 'Climb- the ladder as you say the _number
words with Me"
A challenge: "I'll bet l can_trick you!"
Bulletin boards with children's work displayed at their eye level.

Can" displays. Each child's name is recorded when a task is
accomplished.For example, "I can read my first and last narne:"

Materials in the learning environment

Audiovisual materials.
Printed materials that are colorful, appealing, and current.
Action matenals which the children manipulate while learning.a
concept.

- Child or. teacher-made materials: experience stories, charts,
labels made together recorded dialogue about commonly

, shared classroom.everns. i.

The possibilities are limitless. This >short listingthunctions to .illustrate the
concept of providing extrinsic motiration in ti.milearning envininrnent..

Fortunately for the teacher olwoung chiiiiiirenthe children them,:..
selves...offer a good measure oif -intrinsic mot riation for ,learning. The
very nature of the young child, his innate desire toplease.others, his un-

.,-remitting-curiositY tO learh, and his ;inherent de§re to explore, discover,
and create provide intrinsic motivatiOn..The competent teacher .must .
capitalize on the natural motivation of young children, adding,agen-
emus. measure of teacher-created motivation to set the stage fOrsuc-
cessful reading. To do this, 'the teacher makes full usf., of the fuagons of
motivation in learning:

. .
e.

Since.motivation is crucial in initiating all learning, it must be fore-
most in the minds of kindergarten teachers as they set out, not only, to
launch young children on a sucCessful start in reading, but to create the
kind of beginning which maintains lifetime motivation for reading. lnitia
motivation must be followed by the nurturing of-factors which perpetu-

- ate the desire to continue reading.. Motivation for-reading:in the kinder-
garten.shoUld iniClude these factors (10:27.):

1 SuccessfUl e3cperienceS so the students have feelings . of persOnal
worth and security.
A, school curriculum emphasizing social utility in what is taught (with
considerable emphasis on the usefulness, here and now, of what is
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taught)...In addition to its preparation for future life, school is ac-
cepted more importantly as preparation for life here and now. The
result of learning' to live here and now prepares one to livie irr an in-'
definable future.

3. Methodology to reinforce self-esteem in all girls and boys.
4. Maximum coMpetition with ones own past record and nnnimuim

competition among all members of a class.

In planning inotivaiional techniques, love for interest in reading
, should bethe goal of any instructionnot instruction at the expense of

interest. We should strive to create able readers,,but a paramount goal is
to create readers who want to read.

Creating and Susiaining Interest throughout the Kindergarten Year
The skilled teacher of young children not only should be awase of

the significance of motivation.in teaching and learning'hut cognizant of
three other general principles: 1) the importance of child involvement in
learning, 2) the progression of various modes of learning,from concrete
modes to more abstract ones, and 3) the-function of task analysis in
teaching andlearning. A "fodus upon thebe principles seems warranted
before attending to more specific-suggestions for creating and sustaining

. interest.
The old Chinese proverb,

"I hear and I forget
I see and I remember
I do and I understand."

illustrates this impOrtant concePt of involving young 'childrealin learning
experiences tO achieve optimal learning. As a teacher of young dnil-
dren, it is well worthremembering.

Bruner'Smodes (2) of learning -the symbolic (highly absinact ex-
perience) ,.the iconic- (pictorial experience) ,.acbci the enactive. (directex-
perience)relate to the above concept of chilid involvement, fordixect
experiences form the vital basis for understanding concepts. For
ample, let's analyze the task of recognizing and comPrehending a sinvie
word, apple.. Theenactive mode incorporates direct experience withan
apple. This experience would include havirig children feel,dook at,
smell, and taste an apple. Achieving this vital stage of experience with
the apple, the iconic mode (pictorial experience) could be subsequent/
utilized since ihe picture of an apple would recall the. child's dire& ex-
periente with it.,At the syinholic (highly abstract experience) -stage, lbw
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word:apple would be uSed (visually and/or auditorially) to cue the child
to the mental image of an apple or to the child's actual experience with
an apple.

Difficulties arise when the more abstract stages are used in teaching
without the adequate foundations of direct experience. If a verbal
symbol does not resemble arcything a child has seen or experienced, the
child may have difficulty understanding it. In precise words, if a teacher
intends a symbol to stand for something, it must stand on somethinga
solid foundation of direct, relevant experience.

Dale's Cone of Experience (3:107-135) shows an elaborated .

progression of learning stages, including those which Bruner describes.
The Cone illustrates the essential broad base of experience, suggesting
that this concrete stage is the p rim ar y basis fro"m which to begin 'pur .
poseful learn1ng, Successful learning experiences for young children
begin with the concrete and then move upward in the direction of in-
creasing abstractness.

Task analysis is another important principle which teachers of
young children must continually remember. This concept refers to the

. analysis of any learning task so that its whole may be dissected into
coMponent parts. Next, these parts are analyzed and sorted along a
continuum of simple to complex. The product of task analysis is then a
series of increasingly more difficult steps which4 when successfully ac-
complished, will snsely ',lead to the ability, to perform the complete
earning task:

To utilize a personal example of the necessity for using task analysis
in ustruction, in the late 1960s I was teaching in a Head Start program
for c ildren aged three and four. In one class I had planned a siinelle art ,
experi cebin Which cutting with scissors was required. I was unaware
that one three-year-old had. probably never before used a pair of scis-
sors. Of cessity, 1 had to analyze the motor task of cutting with
scissors to t ch.him how to use them. I divided the composite task into
thme component parts, ranging frorh simple to more complex: 1) the

//pinching motici of the hand without 'the scispors;. 2) ,working the
scissors widi this Same motion; 3) cutting a piece of paper with simple
cuts to make it frin ed; 4) cutting on a straight line; and 5) cutting a
straight-sided shape. We practiced each step until the child succeeded
with each one and wa able to proceed to the next step until the totar
task was accomPlished.
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DALE'S CONE OF
LEARNING

EXPERIENCES

EXI-1151-rP

CONCRETE
. . .

figure 1. A Truncated Section of the.doni of.Experience.

.° From Audiovisual MethOds in Teaching. Third Edition by* Edgar Dale.
'Copyright (c) 1946, 1954, 1969 by Holt. Rinehart and Winston. Reprinted by
permission of Holt. Rinehart and Winston.
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The same procedure can be applied to any learning task. In the
analysis of d reading task (for examPle, visual discrimination), the fol-
lowing Sequence could be utilized.

TASK: VISUAL DISCRIMINATION

DIRECTIONS: "Find the one that is different and mark it with an X."
Visual Discrimination of(Shapes

° 0000
'A 0 A'A

,0 Q 0

Simple
'. NOTE .
, THE

SEQUENCE
WITHIN
EACHVisual Discrimination of Letter Synibols Str,-i.e., .

1 PPP GROSS
TO .k k. 1 k . 'FINE .

.

DIFFERENCES 4b p b b r.

Visual Discriminatron of Words

do do do go

Pat pat tap pat

saw was saw saw

lead lead bead lead

More complex

INCREASE
IN

NUMBER
OF

LETTF_RS

The significance of task analysis in teaching is that we should be
cognizantof the "pieces of the puzzle" which lead to the accomplish-_
ment-of-the-totallask; we need to insure that fdt-ks are brit-5ff ac-
comphshing the necessary prerequisite stePs; and when d child does
have difficulty with a task, we are able to take the child back one or
more steps to rebuild success.

With this general perspective in mind, we are now 'ready to
exarnine some specific ways teachers of young children °can create,

. captivate, ^and sustain Interest in reading "experiences throughoUt the
kindergarten. Our goal is to capture interest without placing undue
pressure 6ri the young child.

Utilizing Direct Experiences

..Involving children in direct experiences; helps to .build a rich ek-
° periential background that is essential not onl, for sustaining interest but
for buildihg concepts, extending vocabulary, and establishing the rich

--eral-LlanguagebaSenecessaryto a, successfu1beginninginre:Y.1i '

Fostering Interest and Achieuernent-.
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Direct experiences are those experiences witWi the classroom, school .

building; schoolyaid, and community (field trip experieikes)- which
place the child in direct interactiop with the environment and require

'vivid use of feelings; senses, and perceptions.
- For example, a child could not fully understand what a "gerbil" is

until .that. child observes, touches, holds, :and .perhaps strokes a live
,gerbil,tkewise, the ,word "snow" can be fully exprienced only by
waicAng snoW fall, walking through snOw, catching ; few 'flakes Of
, snow on one's tongue, or feeling the magical silence of snow as it falls..
-The letter "DJ" in Jennifer's name comes aliVe to her When she traces its
shape, molds a J With claY; hears its name, and hears the loUnd of J in
words which begin with the same sound as Jennifer.
-z-L=ObviOusly,-there-are concepts-and word-meanings-a-teacher may .1c

-find iMpossible to associate with a direct experience. This is under-
standable .'But the teacher's goal should be to involve the children in
concrete, direct eXperiences whenever possible. Only in Situations-
where this is unrealistic or unachievable should vicarious or More ab-
stract' exPeriences be substituted, for example, the use of a photograph:
of An elephant when direct Contact with suCh an animal cannot be at.-
ranged. All of these judgments, naturally, depend urion the character-
isties of the pupils. Their abilities, deficiencies rand experiential back-

,§rounds are paramount in guiding these instructional decisions.

Utiliiing Creative DramatiCs, Creative Movement, Creative Language

Fortunately for the cteacher of yOung chilteno there are many
enjoyable_and_creative-activities'-whic h-can-be= included: in- an- instrue-
tional picigram to promote a successful start in reading.' Such actiyities
create interest because they are fun for children, yet produce instruc-.

tional benefits. Sample activities are entimerated below, along with the
skills these activities help to develop.

,

CREATIVE DRAMATICS

Actitfities

Housekeepingcorper ,

Role plating
Story dr matizations
puppets,
'Spontaneous drama

fro'in music; poetry
Finget Plays
Dramrstic Play kits

SMI.1$

Self-expression .
: Creative thinking

Concept deVelopMent
Vocabulary growth
Listenitig .
Sequence of events

.LCharacterizatiOn
. Oral language

. ,
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CREATIVE MOVEMENT

Activities ,

ExPloring bocty movement
Moving in different ways,

levels, speeds
Imitating animals
Body shapes'
Moving to music
Moving as objects

CREATIVE LANGUAGE

Activiges

Stowtelling
Reading stories
Reading poetry
Rhurnes
Songs
Storyteller's-Theatre (10)

(teacher tells story and
children join with sound
effects and motions to
correlate)

Games
Riddles
Recordings
Music

Skills

Self-expression
eative-thinking

Concept development
Vocabulary growth
Listening
Following directions

'Rhythm
PrOblem solving

Skills

COncept development
_Vocab-alary-growth
Listening
carp tenre
Oral language
Rhyming
AuditOry-discriniination
Auditory Memory
Rhythm

.The list of sample activities for each general category includes ap-
propriate activities for young children. The accompanying skills list sug-
gests possible skills which may be developed from the activities.
Illustrating one example wilFhelp clarify thIs point. ..

The drarnatization, -by children, of a well-known nursery rhyme
could easily offer an opOorfunitY for self-expression, as each chnd acts
oiit a portion of the story line. Creative .thinking is demoi istrated. by-the
interpretation of a character or object. The childrekgain practice in. :=1
listening as they liSten first to the story line and .then to the nursery
rhyme recited by the teacher. .They gain an understanding of the
sequence of events in listening to the story line, then acting out the
sequence. Certainly, characterization abilities are developed-in playing
out the rhyme \ Oral language may be developed if the dramatization is

-.played out with,.speaking parts. This exaMple is only one of many the

5 5
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teacher of young children can use to create and sustain interest while
concurrently developing some skills they can hter bring to the reaclipg
process.

Use of Audiovisual Media
- - Audiovisual materials are a valuable source for captivating the

interest of young children:included among such aids are the following:

Audiovisual Media Suggested Uses

Flannelboard Storytelling, visual disaimination
Tape recorder Auditory discrimination, oral language
Listening center Listening, auditory skills
Slides
Dukane projector Storytelling, story sequence
Films
Rtmstrips Visual_skills
Records Listening, auditory skills
Overhead projector
Opaque projector Visual skills
Videotape recorder-
Television Listening, auditOry/visual skills
Language master
Typewriter Fine motor, language experience

In addition to their value in focusing children's attention, many
reading related skills can be diveloped in the process of utilizing these
media. Some examples are 9isual discrimination, visual memory, audi-
tory discrimination, auditory memory, left to right progression,

--Rquehce _ oral language skills, picture interpretation, sound-syinbol
_-

association, and-sense of context. _

The creatiVe teacher finds nOvel approaches to teach reading skills
with audiovisual media. One kindergarten teacher projects Alpha Bits
dry cereal letters using the overhead projector. Her pupils are eagei to
learn letter names with this innovative approach. Anotherteacher varies
the use of a filmstrip by showing the picture frames as individual chil-
dren' nanate the story sequence..No attempt is made to confine the
storyteller to exaCt wording but, ins&ad, the child's own unique inter-
pretation of storyline in proper sequence is encouraged. Some
vocabulary words or concepts can be:::_toght only by a visual image
(picture, photograph, filmstrip, 'filth), for example, ."icicle" to children in
a warm climate; or some by an auditory mode (recording, sound film-
strip, film) as in the case of "gobble" if it is impossible to visit a turkey
farin. Some teachers utilize a typewriter to encourage manipulative

56
Schultvitz 49



learning of letter symbols and words. The typewritercan acso be a good
way to teach the association of oral and written language. As the
teacher types a child dictated sentence or story, the child observes "talk"
being transformed into a visual form. These are a few examples of the
creative use of audiovisual materials tg.sreette and_sustaininterestin._
reading activities.

Utilizing Children's Literature

-The world of children's literature offers- a wealth of resources for
creating and sustaining interest. And, like the preceding -.examples,
reading related skills can be developed concurrently. Some suggested
activities involving children's literature include the following:

Oral reading to Children
Story record/tape sequences -

Storytelling based on familiar stories
Puppetry/creative drar----/-ia flannelboard stories based on
children's literature

*tyfor-childrento---inteiac
books, whether this means a child telling a favorite story while
that child turns the pages; children "reading" illustrations in the

..sequences of the book; or, fn,: children who can already read,
opportunity to read specific words or simple books in their
entirety.

The point is that whether one or all of these ..ctivities are incorgorated,
exposure to good children's literature is vital in building interest in the
printed page.'

Locating good sources of children's literature should not be a diffi-
cult task. Your school or public librarian stands ready to aid you. A
'good anthology of children's literature such as.that by Arbuthnot (1)
offers a Convenient source for stories, poems, rhymes; and tales for a
teacher to use in reading to children. Your commercial reading

. programs often have good selections or.references included. Here are
-some additional sources.

. 50
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Stories: To Tell and F?ead Aloud ($1.25)
(graded list)
Office of Children's Services
New York Public Library
8 East 40 Street
New York, New York 11560
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Bibliography of Books for Children ($2.50)
(caiegories: ages, types of literature, subjects)
Association of Childhood Education International
3615 Wisconsin Avenue, N.W.
Washington, D.C. 20016

Lt2le Mis-ts-Muffet Fights Back ($1,00)
(nonsexist books about girls)
Feminist Book Mart -

162-11 Ninth Avenue
Whitestone, New York 11357

Reathng with Your Child through Age 5 ($1.50)
Child Study PresS
50 Madison Avenue
New York, New York 10010.

I Can Read It Myself ($1.5)
(books for independent readers)

,171-kllet7eamPiter
, The Ohio State University

Publications Office
242 West 18 Avenue
Columbus, Ohio 42310

Helping Young ChildreaLearn (second edition)
Evelyn Pitcher, Miriam Lasher,
Sylvia Feinburg, and Linda Braun.
Charles E. Merrill Publishing Company
1300Alum Creek Drive
Columbus, Ohio 42316

other Printed Materials

In addition to the:materials previously cited, there are other pfinted
materials available which-can function to-ereate interest in reading. Lan:
guage experience oriented reading materials, basal readers, and other
commercial reading programs with their books and -supplementary
books fall into.this category. Other books with simple repetitious vo-
cabulary siich as Instant Readers (6) easy reader books, and books with
rhyrning language are other resources. Printed charts, poems, rhymes,
and riddles stimulate -reading interest. Flash vocabulary and phrase
cards, either commercially or teacher-made, might function to label
objects or actionS in the classroom.

. .
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Our Goal: Interest for AllBeginning Reading for Some
The fact that, in- past years, some children have entered school al-

ready.knowing how to read is not-different from the fact that some chil-
dren today alio enter school with this skill. What is different is the ..atti-
tude-parents-andeducators_now_assume-regardingearly reading. First,
a look at the past.

As recently as ten years ago, it was not uncommon to find reading
authorities promoting the idea that :children must have attained the

_ _ _

magical age of 6.6 to profil from readinainstruction. The proponents of
this theory stressed the maturity level needed for beginning reading.
They felt some stage of sensory and neurological- devlopment Was
critical (being attained by age 6.6) to the beginning reader..They insisted
that instruction carried out prior to this age would probably physicallY
damage the child.

.We now know that, although some level of maturity is needed, itis 7

---COmpletely invalid to pinpoint any specific age at which this univensally
occult fonall -children: Furthermore, while the.question which -domi-

. N. V.4e-teackpreschoolers_ira____
-read?" it is noW More appropriate to ask, "To which preschool/kinder7,
garten children should reading be taught?" and "What kind of instruc-
tion for theSe children?" A paramount role of the teacher, however, is to
foster the interest of every child in wanting to learn to read, regardless of
the child's level of readiness.

The children who are ready and eager to read often reveal their
2 readiness by questions or comments. Their responses of "Mat does

this word say?" or "Robert's name is on that sign." or "I see the same
word in this book." are typical signs of increasing awareness of our Ian%
guage-imprinted-formrand-of-their-desire-to-lear-n-more=abOut-readirug
Many children whO are ready for reading instruction rhay dembnitrate
knowledge Of some words and/or letter names. A few children maY be
able Jo read simple books Or stories. In some classrooms, a feW in-
dividuals may even have developed some independent word recogrii--
tion skills to the degree th.at, on their own; they are able to inde-
pendently decode simple bookS they have not previously seen. The
unique characteristics of the children then, help to determine the
teacher's instructional decieons.

The uniqueness of kimiergarten children dictates that some chil-
dren will be ready and eager to read. For these childmt, appropriate in
struction must be provided. This instruction should include graphic
representation of direct oral language experiences within your class- °

room. Here are some examples of this concept to guide you.
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Labeling
(It is helpful to
utilize the:context
of a short phrase or

osentence.)

Experience Charts (5)
(A shared classroom
experience in One
kindergarten at

' Easter time prodUced
this story written
together by the
children.)

Cprwelspition Clod
(This classroom spring
planting project produced
dictation which was
simultaneously recorded
by the teacher.)

Our Pet Corner

Robert's Tower
Hands Off!

Our Eggs

Here are our eggs.
We are keeping them warm
so they will hatch. We
hope we can watch them
hatch. -

The Garden
What's in our garden?
Billy says, "Soil and plants."
Dixie says, "We have to water
our plants and keep them near
the sunlight:"

.Usinguritten language, which directly correlates with the language
of thought and speech about child- or classroom-based experiences, is
the most bepeficial way to make this association lletween oral language
and print. Using relevant experiences like the examples cited, we are
-encouraging children to discover that our thoughts can be expressed in
"talk" and lour talk can be expressed in print. The association between
oral language and print is accomplished. In, beginning reading, we are
striving to help the child recognize words in print which are already a
part of the child's oral meaning vocabulary.

Attention to other forms of .graphic iepresentation _stiould bFf
directed toward developing the children's concepts of what constitutes a
letter, a word, a line of print, a paragraph, and an illustration. Too
often, we automatically assume a child knows these concepts basic to
the reading task.

. After discovering which children exhibit knowledge or interest in
reading, instruction appropriate to their needs and interests should be.
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provided. The direction this instruction assumes is affected by several
variables: the characteristics of the pupils, the type of instructional pro-
gram which exists, materials for reading instruction which may be avail- -
able,.the teacher and her/his philosophy, and ircfluent-es of the school
and community:- Regardless of these specifics, however, the following
categories Of skill areas are generally incOrporated in the reading pro-
gram .for beginning readers: Oral language development, whole word
recognition, sense (context) of language, letter names, auditory dis-
crimination, auditory memory, visual discrimination, visual memory,
sequence, left to right/top to bottom progression', sound/symbol as-

, sociation, and sound/symbol/context association. Effective reading
instruction -for young children who are able and ready to read must
equip them with the necessary foundation of skills to ensure their initial
achievement. But in providing this instuction, the competent teacher
maintains interest in reading. Appropriate reading instruction for young
children builds beginning skills,-but does so accentuating these factors:

1. The goal of 'nstruction is continued child success and interest. ft
should not be instruction arthe expense of interest.

2. Whenever possible, instruction should relate to the concrete life
experiences of the children.

3. Creative teaching should be incorporated..
4. Context or the "sense of language" should be stresseclin speak-

ing, in listening, and in reading.

As instruction progresses, the natur3.1 eventuality facing any
teacher is the necessity to provide for the individual differences in
progress of the children. This responsibility is crucial for the teacher :of
reading. Good suggestiuis concerning planning for individual instruc-
tion are included in the following chapter. Tliese suggestions include a
sample progress chart which can easily be adapted to any sequence of
skills.

This chapter has focused upon the teacher'S role in reading instruc-
tion for kindergarten children. In summary, the role of the teacher is
that of 1) 'motivation, 2) creating and sustaining-interest in reading, and
3) insuring interest for all while providing instruction in reading for those

, children who are ready to read. Chapter 4 concerns organizing for in-
dividual instruction. _

6 1
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The Scheduie:
Organizing for A

Individual Instruction 4- Joanne R. Nurss

Teaching reading in the kindergarten requires that the teacher individu-
alize instruction, that is, provide instruction in reading/language skills
appropriate to each child's level of development and learning. Such in-
struction maY be provided on a one-to-dile basis, to a sma.2 group, or to
a large group of children, all of whom can benefit from that instruction
at that time.

- This cohcept of individualized insfruction requires that teachers be
expert jugglers with computer memories without losing their warm,
loving concern for children. The purpose of this chapter is to suggest
some ways to accomplish this feat.

.Planning
Effective instruction of young children results only from careful

planning by- all concernedteachers, aides, parents, and children .
Figure 1 shows the Planning/Implementation/Evaluation (PIE) cycle, a
graphic means of describing this essential planning.

The first task is to set goals and objectives for .reading in kinder-
garten. Earlier chapters in this volume have presented the philosophy
which underlies long term goals and the developmental considerations
which set the parameters for intermediate and specific activity- objec-
tives. Frequently, long term goals are determined by the philosophy of
the schools, -and by discussions with the principal or director and the
parents. The teacher then deyelops objectives for a quarter, month, or
;week. Specific activities are planned from these objectives. Insofar as
possible, objectives need to be stated in behavioral terms so the teacher
is readily able to determine when the child has achieved them .-Figure 2

PIE is a concept first used by carol R. Foster for TEEM, a Follow Through
Model.
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Planning
Long term goals
intermediate objectives
Specific activity objectives

Implementation
Arrangements of

time
space
materials
personnel

Evaluation
Assessment of behaviors described

in three types of objectives
Record keeping
Preassessment for next set of objectives

Figure 1, Planning-Implementation-Evaluation Cycle

illustrates one way such objectives might be listed. The specific objec-
tives are written to cover several difficulty levels. Th, 'Tr must
assess each child's individual develonmOnt to deteTmaie which o6jec-
tives and activities are appropriate for that child. TN.; assessment might
be achieved through standardized tests, formal observation instruments,
informal classroom observations, rePorts from parents and fp .rp
previous teachers, and/or use--hf aictual instructic-onal activitiws oo 4 INal
basis.

Once the objectives have been set ahd the child's development has
been assessed, it is possible to choose specific activities for instruction.

-The teacher uses a wide-variety of resources in planning and takes pri-
Mary rOponsibility for developing a broad range of possible activities.
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Long term Objective

To introduce children to reading and the world of books.

Intermediate Objectives

To become familiar with appropriate children's literature.
To be able to "read" and comprehend literature on an appropriate level of

difficulty..

Sped.fic Objectives

To ".read" a story book by:

reading pictures to get the main idea of the- story; the seqUence of
events, and specific details:

following along as the book is read on a tape or record; and reading
some y wcrds or phrases.

To deca.:-ee understanding of the books by:
answering questions to tell the main idea of the story, the sequence of

events, and specific details of the story:
retelling the story in sequence giving the main idea and essential details
-illurating the story, either the main idea or several parts in sequence:
and dramatizing the story following the correct sec:.-lence of events.

Figure 2. Objectives for Reading in Kindergarten: An Illustration

The children can, and in most instances should, have some input into
the planning process and some choice of activities. Some possible.re-
sources in planning for reading in the kindergarten are the following:

local cu Itim guides,
basal series used locally,
supplerne reading eries.
skills or phonics programs,
reading comsultents,
teacher's experience,
children's ideas,
learninacenter activity books, and
reading methods textbooks.

One way of obtaining children's rii:wcigh a group piannii';g
session in which thetries-or tbpics are setected for the class to study.
Within a broad topic, the teacher can de%jelo p. activities for specific
levels. Children caribe given choices of specific activities, time for .work-
ing in certain areas, and materials:with which to work. A word, of cau-
tion is appropriate ,here. Choices offered to children should be from
among genuine options. If everyone must- eventu,ally make a Hallo7
ween mask, don'f, ask who wants to 'make one but, rather, ask When
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they want to do so. If working outdoors is not an option at this times
don't offer that as a choice.

Record-keeping becomes crucial to maintaining the juggling act and
rernembering where all the balls are. Records need to be simple, easy to
keep, current, and used in planning as wall as in evaluation. Figure 3
gives a sample record form. Alternate formats include index cards,
manilla folders, looseleaf notebooks, and progress charts. The records
should contain the skills listed in sequence (as much as possible), in be-
hivioral terms, and in small enough increments to measure progress.
Information to be recorded may include degree of mastery obtained,

.clide achieved, and amount of time (or number of attempts) spent in
achieving success. .

The record is used by the teacher in a variety of ways: 1) prein-
,structional assessmera of. the child's skill development; 2) daily and
weekly pl iing oi Astruction; and 3) reporting progress to parents,

°school officials, and future teachers.

Child's Name

Skills
%

Mastery Mastery I
Desired Achieved /Date

Shows an interest in soirnds
Distinguishes rhyming from

nonrhyming words
Distinguishes letter sounds

from spoken words
Discriminates between

beginning consonants
Discriminates between
(bending consonants

Identifies beginning
consonants

Identifies ending
consonants

Matches 'letter with
beginning consonant

Matches letter with
ending consonant

Figure 3. Sample Record of Progress

Mastery
Achieved Date

Nurss 59 _
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The record illustrated is of ongoing progress during the course of
instruction. Summary evaluations at the end of a longer time period will
still be necpcsAry Frequently, standardized tests or achievement mea-
sures accompanying a book series are used for these iummaiy evalu-
ations.

Another aspect of planning is providing continuity within the clasS
over time, with the home, with preschool experiences, and with future
grade activities. The kindergarten.teacher needs to plan reading in-
struction so it meshes with the first grade curriculum. This means giving
the first grade teacher accurate records of the child's progress so instruc-
tion is hot needlessly repeated. It also means using an approach that is
compatible with or complimentary to the first grade materials (for.ex-
ample, not beginning the child on i.t.a. in kindergarten when the fiist
grade is using a linguistics approach). Continuity,,does not mean re-
tarding a child's progress so as not to interfere with the "first grade
curriculum.", Rather, it implies steady growth" in develOping and using
the reading skills frpm prekindergarten through kindergarten to the pri-
mary grades and on through the twelfth grade. .

Grouping
Arranging the children for individualized instruction always raises

questions about the pupil-teacher ratio and the feasibility of tutorial in-
.struction in a public school setting. Individualized .instruction does not
mean one-to-one instruction. Rather, it means instructon that is,appro-
priate for that particular child at that particular lime, whether delivered .
individually, in small groups of three or four, or in large groups of
twenty to twenty-five. Effective grouping then refers to planning and-to
creating a match between the child's level of skill development and the
instructional goals, not to pupil-teacherratio. Record keeping and in-
structional objectives provide the data for forming a variety of instruc-
tional groups for the day's or week's activities..These groups should be
flexible so that children are allowed some choices and so thatthey may
be regrouped according.to progress.

There are twd major bases for grouping: 1) skill development and
2) interest. The teacher has primary responsibility for arranging and
maintaining skill development groups based upon preassessment.of the
skills of those children who have demonstrated an interest in print and
reading:A few children who have demonstrated an interest in rhyming,
perhaps while listening to poetry records or tapes, might be'grouped to-
gether .to learn the meaning of the term and to practice distinguishing
rhyming from non-ii.yming word pairs. A learning center might then be.

. -t
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setlip to provide several rhyming games. Leam.t'ig centeri are areas of

_the rOom set aside for specific activities. Usually centers are arranged for

One or more children to use independently with a minimum of assis-

': --L-tancefrom the teacher. Individuallyorirrpas children-waukselect a,
time tq use the center. One particular game or activity niight be set aside
by the teacher as the checkoff or test activity_ Successful completion of'
this actiliity would be recorded and thechild would be shifted to another
skill group. ThOse children not successful in the test acthOty would con-
tinue in,the rhyining instructional group. A- child may be`ig more than
one instructional group at a time; for example, nne child Nght be in
groups on rhyming,' letter recognition, and oral comprehension of story
sequence, another in groups on rhymingand visual matching.

The-other type of group is based on the children's interests and
thus containS children on Thany .different levels cf skills development.
Interest groups are usually child-sele-cted from spc,-;.fic actiVities around
a teacher-selected general theme. For example, area of the dass'.,
room mightbe turned Into a superrn-wkr withlhelv-e-s, grocenaTand
checkout stand. Activities'cOuld include the following:,

role playing,
reading labels, shopping lists, prices,
writing the bill,
counting money and making change',
restocking shelves (visual matching),
fillingSrders (listening comprehension),
reading books to find out how supermarkets function;
planning 6 visit tO a supermarket (yielding experience

chairs before and after the tip),
--dictating .c;tories about the simerMarket, and

making wordcards or a dictionaly to learn supermarket words.

Children can be- guided to pursue appropriate activities within an in-

terest area and skill groups Can be formed from interests shown. Once
again, the groUps will vary in size from large (how to use the store) to

'---------- small (restocking .heives) to individual (writing a story about super-
markets).

Anotner example of grouping for 3ndividualized :instruction iS the
use Of a reading games center. The center,would contain teacher-Made
and commercial games of a variety of reading skills. Such a centermight

includes lotto and bingo games with letters; card games requiring chil-

dren .to match pictures; consonant or vowel substitution games; and .
alphabet games.:These games should be coded by the,teacher as to skill

o' and level of difficulty. If a number cOde is used for the skills and a color
code'for difficulty, childrerwern-te-rold to play gaine 46-Blue, or any

. -
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game numbered 6, or any Blue game. The centercan be used by many
children at th same time playing games on their rown appropriate in-
structional leve , alone; in pairs, or in small groups as determined by

' the game.

Successful grouping for individualized instruction, therefore, de-
., pen s on flexibility and selection, not upon size or pupil-teacher, eatio..

Half-day program

8:30 a.m. Arrival; group planning
8:45 a.m.' Work periodselection of activities by children

10:15 a.m. Clean up (juke and bathroom if facilities don't allow
' these to be integrated into work period)

10:30 a.m, MuSic, story, group discussion
, 11:00 a,m. SPecial 'activities or centers (inrluding outdoor play if _

facilitieS don't allow these ro be integrated'into. work
period)

12:00 noriti 'Dismissal

Half -da'Y'program

8:301a:m._ Arrival, group planning
8:45 a.m. Work period =teacher assigns child to one or more activi-

: ties; emphasis on skills ,grouPs and subject matter
activities

.10:15 a.m. Clean up, juice
10:.30 a.m. Work period child-Selectethictivities; emphasis On out-

door play, art, blocks, trucks, puzzles, and garries
11:30 a.m. Music, story group discussion
12:00 nrinys-.., DisnIttp`cal

Full-day program

8:30 a.m. Airival, group planning .

8:45 a.m. Work periodteacher assigns child 'to one or more activi-
ties; emphasis on ,skills groups and subject matter
activities

10:15 a.m. Clean' up, juice
10:30 a.m. Work periodchild-selected activities; emphasis on out-

door play, art, blocks; trucks; puzzles, and games
o11:30 a.m. Lunch

12:15 p.rn. Quiet timestory, rest
1:00 p.m. Work periodchild:selected activities
2:15 p.m. Physical activity?outdoors, if possible
'3:00 p.m. 'Dismissal .

Figure 4. Sample Time Schedules

\



Frangeritents
; Kindergartens have unusuaropportunities for fleXible use of time,

Space,:...arid personnel. Possibilities exist for integrating into learning
centers. SUbject-matter cunicula, skill development, social activities, and
routines. Time modules can be combined to form large blocks of time
for selecting and pursuing a variety of activities.

Figtire 4 gives some sample time schedules, suggesting ways of
achieving large blocks of time. The space available and the physical ar-
. .

rangements qf such space have an inflUence on the degree of integra-
tion Possible. lf the kindergarten IS in one large room, all activities can
beaVailabie at the same time and can be supervised by one person. If,

several.rooms Must be used, then certain activities must be;
/restrieted tO tittles when that roem can be supervised. For example', all
art aCtivities might be in a separate room with a sink, requiring a sepa-

- ,

rate period for art. If the' bathroornS are near the room, children may
use them as neeessary. if the bathrooms are separated from the room or
shared:by: many other . classes, there may need to be special times
schedriled for use of the 'bathrooms. Combining aCfivities into la
blocks-of time means that the teacher can schedule specific activities fc
individUal Children Or small groupscif Children while the rest of the class
workS on' other aCtivities: Reading inStruction' might occur in small

,

groups during any one of the work times. This type of scheduling allows
a maidinum of individualized instruction with a minimum of personnel:

.

Figure 5 illustrates Some possibilities.
Organizing the room into learning centers with activities and equip-

:ment grouped together and arranged so they may be managed by the
child alone, also:increases the fleXibility.- Figure 6 gives soine ideas re-

- garding centers and what equipment is needed-:::The concept of a learn-
ing 'cinter suggests that the activities in each center be designed so one
Child or more' maY .use them alone without direct instruction from the
teacher. The objective should be Clear, directions and rula shouki be

explicit, and the activity should be self-checking. Centers should be
Changed frequently to Maintain interest. Often a center keeps the same
basic.. format with the COntent changed often; for example, a writing

, center with a typewriter, paper..and pencils, tape-recOrder, and word
bOX:, alwasis there, but with story starters and stimulus pictures that
chan4e. The .most useful centers are those containing activities which
can 130, carried out on more than tme level of difficulty.

During the morning planning period the children make selections
of the activities they want to do and the teacher makes assignments for
other:activities.- A pegboard or pocketchart indicating who_is-to_clo-WHat,

/



when, and where keeps the logistics simple,: An alternate format, as
children begin reading, is aii assignment card for the day or week.
Figure 7 illustrates some possible assignment systems.

Wherever possible, children should select many of their own activi-
ties either during planning or as the day progresses. The teacher, of
course, needs to schedule some groups and activities and to allow for
spontaneous events and interests.

Space that provides maximum flexibility is a large open room, well-
lighted and well-ventilated, with adequate storage anedisplay areas. If
possible, the room should have a carpeted Corner and a tiled wet-area
with sinks; easy access to bathrooms and drinking fountains; and use of

Woik Centers (Child-directed)
Child selects one or rm re centers and completes activities with minimal super-
vision:

1. Dramatic play: housekeeping, dress-up ,blocks, trucks,.puppet stage
2, Creative play: water, sand, clay, painting, woodworking, musical instru-

, ments, cooking
3. ActiVe play: playground equipment, wheel toys, balls, jump ropes
4. Manipulative actMties: puzzles, beads, small blocks, dominoes, mea-

, swing equipment
-5. Communication activities: books, records, tapes, filmstrips, paper and

.pencils, typewriter, chalkboard
6. Instructional games: lotto, bingo, card games, board games (using these

formats to teach various skillS)
uhject matter acfivifies: math, fine arts, science, social studies (perhaps
organized around unitt)

Instructional Activities (Teacher-directed)

Teacher plans, selects group, schedules, and directs instruction while other chil-
,

dren are engaged in activities in work centers. Time is schedUled.so that all chil-
dren receive some instruction in this manner, though not.always daily. Teacher
leaves flexibility for supervision of work center activities.

Examples: .
Group of six children working on beginning consonant 5 minutes, daily)

Individual child reading primer level stories (10 mijutes, three times per
week)

Group of eight children working on orarlanguage comprehension of se-
quence (20 minutes, twice a week) .

Five children dictating stories for their own books that they illustrate and
read (15 minutes individually, once per week)

4:

Figure 5: Sample Activities Scheduled for First Work Period (11/2 hours

71
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Story. Reading Center

Contents: nooks, tapes of those books, Paper, pencils, and crayons

Activittes:-

Look at pktures Illustrate story (main idea or four-part sequence)
Listen to tape Copy fitle of bool and then illustrate
Follow tape with book

Alphabet Center
Contents: Alphabet cards, alphabet blocks, alphabet books, record of alphabet

song, alPhabet lotto, magazines, scissors, paste, paper and.pencils

ActivitieS:

Match letters
Pair upper and lowercase letters
Place letters in Sequence .

Make a dictionary of different written forms of eaCliletter
Write letters

Oral Language Center,,
Contents:Dress--up clothesthats, puppets, masks, pictures

.Activhies:

Rob-playing (occupations, fty activities, etc.) .
Drarnatization of familiar stoYi--..s, books, actual events, imaginary

..happenings
Retelling of a story using props, pictures, book illustrations

.

. Conversation Center .

Contents: Rug with cushions or comfortable iabb and chairs, plants, framed
pktüres to Mike area attractive, interesting or beautiful object that is
changed frequently, juke andoiokies

Activities.
.

Children are encouraged to come to center to sit, drink juice, and visit with
other children and adults
Conversation may be stimubted by interesting or beautiful object or current
eVent brought in by teacher or children

Writing Center

'Contents: Paper, pencils. crayons, feh pens Tape recorder
. Old typewriter Stimulus pictures, objects, books

Adtivities:

Children write words, sentences, stories about events, activities, pictures,
objects, books
Writing may be on.any level: dictating to teacher, telling story on recorder,
copying sentences dictated, writing or typing chird's own story

Figure 6 . Some Examples of Learning Cnters for.Kindergarten



I Andrew'

Pegboard or Pocketchart '

Blocks'

I_Tommyl

$uzie

[Anne.'

Outdoors

Beth

VIM

Ms. Smith's Group
Kareni

Mark

FMaria

[Martini

1Garyl

'Assignment Card

Tracy

Monday: Clay
Alphabet Center
Writing story

with Ms. Smith
Tuesday: . Library

WoodWorking

Figure 7. Sample Work Period'Assignment Systems

an outdoor playground (fenced and visible from inside, for.supervision).
Ideally, An adequate supply of equipment; commercial toys, games,
books, and instructional supplies and materials; and teaclier-collected
,creative.lunk" will be available for all.types of actiyities such as those
outlined in Figure 5. In reality, .a minimum of these things is usually
available. Use of parents to build'and repair equipment (at home or in
evening meetings). and enthusiastic saving and recycling of junk-bY
teacher and parents can provide the necessary materials for work and
learning centers.

Personnel needs are minimal for a program such as the' one
described: One teacher with an averagesized class (25-28 pupils) could

:carry out the program as described. An aide available for preparation of
materials and/or assistance -during the work period 'would be helpful. If
an aide is not available, the teacher should,schedule regular volunteer's
(perhaps a parent or upper-grade pupil) on a iotating basis one morning

. per month. These volunteers could be trained to function as a paid aide
might.

Parents are often quite willing to help, if asked. The teacher needs
to offer a variety of tasks to fit parents' talents, interests, and firm
schedules. ,Some of the activities in which they might assist are:

Classroom (individual or small groups)
Taking dictation in the writing center
Talking with children in the conversation center
Reading stories in the story center .

Playing games in the game center
Teaching in an area of expertise

Organizing for Indiuidual Instruction



Classroom (larger groups)
Supervising group activities such-as

Art projects .

Sand and water play
Woodworking
Cooking
Outdoorplay
Dramatization activities
Block building
Accompanying claSs on field trips and special activities

Classroom (preparation and clean-up)
Preparing, setting-up, cleaning-up "

Juice and coOkies
Art projects
Cooking

Special activities at home or at school during evenings or weekends
Making and repairing equipment
Preparing games, pictures (e.g., cutting, covering with clear

plastic)
Saving materials and junk
Planning and implementing fund raising activities
Sponsoring school-community events

ConclusiOn

;The schedule and related organizational needs for individualized'
instruction require the teacher to focus on individual pupils and to de-

. vote maximum time to planning and assessing each child's level of de-
. velopment. Arranging groups, time, space, and instructional personnel

should be done as a part of this planning so that each child's individual
needs are met within the typical group learning situation. Mastery of the

.- organizational details for instruction allows the teacher to:Maintain the,
juggling att without thinking about organization and, therefore, to con-
centrate on the children and the content of the instruction.

Resources
,

:Pay, Barbara. Open Learning in Early Childhood. New York: Macmillan, 1975:
Durkin, Dolores. Teaching Young Children to Read. Boston: Allyn and Bacon,

1076.
Hess, Robert, and Doreen Croft. Teachers of' Young Children and Activities

Manual for Teachers of Young Children. New York: HoughtOn Mifflin,
1072.

RObinson, Helen, and Sidney Schwartz. Learning at an Early Age, Volumes
One and Two. Englewood. Cliffs, New Jersey: Prentice-Hall, 1972.
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What is the
Function of

Kindergarten r
Reading Materials?

Lloyd 0. Ol lila
Jean Dey
Kathleen Ol lila

Instructional materials can be useful in arousing interest and reinforcing
prereading and early re,ading skills. They include such standard items as .

books, language or readiness kits, dittOs, and word cards and continue
through experience charts, puppets, paints, individual blackboards:and
clay miniatures to the more unusual papier-mache maps, recipe book-
lets, and class suggestion boxes. The variety of instructional' materials to
acquaint children with reading is endless, bounded only by the tgacher's
imagination. At their best, materials not only teach the skill, but also
make the learning fun ana alive. Used poorly, they become busywork, ,

turning the child off reading before he can know its joys. A lesson on
visual perception (matching words) can become an engaging activity
'when a child dons his mailman hat and goes around mailing his valen-,
tine letters in his classmate's mailboxes. The child is learning a reading
skill, but he is learning it with a smile. A creative teacher can provide
him with that experience with little' effort but, with great success. Many
varied opportunities to read can be provided to kindergarteners using s

appropriate instructional materials. This chapter discusses the function .

of instructional materials, suggests criteria for selecting and making
them, and gives exaMples of materials teachers can make.

The Function of Kindergarten Reading Materials
Materials are used to teach a Akin effectively. Materials are -mde

and used for a reason, for example, to teach matching, following a
sequence, or predicting outcornes. Materials never 4iould be used
simply to keep children occupied. Before making a game or-other ma-
tnrials, the teacher should have specific goz,IS and objectives in mrrid. ,

. The material is then prepared to achieve predetermined goals. Be;
- cause a teacher has different individuals in her kindergarten each- year,;,

7 5
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Initrucfional goals and, consequently: the materials change. New ma--
' terials'are made each year as children with 'different ileeds'and interests

come into the room and as teachers learn more about helping children
learn to read. Some older materials are highlighted while others are
used to a lesser extent. Some matzrials are left at home for perhaps
antither year. Materials used in various kindergartens will also differ ac-
Cording to the range of abilities found in the district schools.

Once used, the material should be reevaluated. Could the child
work with the material and arrive at the stated objectives? Did the child
get too involved in the gadgetry, and miss the learning? Asking these
types of questions about materials is important. Many trade books and
magazines offer suggestions for teacher tested games and activifies. The
teacher should try the most promising ones, but she should also be
ready to discard the duds. Did ti c. activity help the v.hild learn the skill?
Commercially prepared kindergarien materials require this same close
evaluation. Durkin (2:12) is rightly cautious when she agrees with
Chaff's statement that reading materials result more from -convention

' thin from research data, and that the Claims and assurances made by
various publishers are frequently ahead of empirical verificafions.
Teachers should be somewhat skeptical of claims made in advertising.

Materials should also provide for the development of systematic
sequences of skills. For this purpose, many materials, at different levels
of difficulty, should be made available. Below are two instructional
teaching aids for developing a sequenCe of visual matching.

1. The Little Rugs. The object is for the child to 'distinguish 'similarities
and differences in color, texture, and pattern and velop visual and
tactile senses. The child matches loose textile squares with partner
squares that have been mounted on tagboard.

2. LetteeBoxes. The object is for the child to recognize similarities and
differences, observe letter forms, match, and make comparisons.
The child sorts letter caxds into boxes with matching letters.

Both skills involve teaching perception, but the letter box activity re-
ouires a higher level skill. To teach a skill, some classroom materials .

should be very simple, and others should be so difficult that maybe only
one or two in the class can do them. In any kindergarten class, the
teacher has a wide range of individual differences to accommodate.
There may be .some childreri iri the class who are reading, but there
'may be others who are unable to recognize any of the letters of the
'alphabet. Some children may have an attention span of only a few
seconds;lwhile others will be able to attend to a task for a long period of
me. The teacher must decide whether to allow a child to select the
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activity and form his own sequence or whether to withhold the higher
level until the easier level has been mastered.

Materials must reinforce skills already taught. A large variety of ma-
terials is needed for this purpose. Books, puzzles, objects, puppets,
paints, and crayons can all be used to give continued practice in whole
clasS, group, or individual activities. They .must be versatile in content,
type, length, interest ;and point of view so that children will have many
different kinds of learning experiences with the same skill. Some
children may need only a few practices to master a skill; others may take
over forty trials. A variety of materials at each skill level will help to pro-
vide these extra practices and to maintain the child's interest.

. Some materials should function as independent activitieS. After the
teacher demonstrates and explains how to use a particular gaine or
activity, the child should be able to use it without the teacher's constant
attention: Materials should help free the teacher to aid children who
need extra attention. Therefore, as, a rule, materials shguld have
Simple, dasy. to follow instructions. Ideally, they should be self-correct-
ing so that the child can get immediate feedback, and the teach.er can
perform a swift apPraisal of the child's learning of the skill. The child
should also have an. understanding of. the .purpose of the task. Forin---
stance, in a letterbox task in which the child must sort objects whose
names begin with various letters, the child should be able to tell class-
room visitors why he put the rubber spider in the S box (because spider
starts with the sound of S). Far too many trrres the writer has gone into
a classroom and.asked a child why he is doing a task and his response
has.been, "I don't know why I ahl doing this, but my teacher asked nre
to clo it." It is very important for a child to comprehend .what he is doing
if he is going to learn frdm doing it. For a further discussion of the im-
portance of the child's understanding of the task,. read Smith's Cornpre-
hension and Learning (6).

Instructional materials can also be.used as diagnostic tools. There
are strictly diagnostic devices such as standardized tests, checklists,.and
anecdotal records which are useful to kindergarten teachers in analyzing
a child's performance in readiness.and reading. Instructional materials,
however, provide several advantages. In the first place, the child is !,

learning while his strengths and weaknesses are being diagnosed. HiS
performance. Can be compared in dif,!erent classroom 'situations: His
interest in reading and his ability to perform a.variety of reading taSks
can be noted. Are some kindergarteners ready to read? Observing the
child's intereA an'd ability to use prereading reading materUs will give the
teacher' an excellent idea. What tYpe of reading inztructioncwill be best
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'for him? Again, give the child instructional materials and watch what he
'Can do with them. Giving kindergarteners many and varied opportuni-

.)Alies with reading will help the teacher develop a prOgram of readiness
fOr those who need more background and a reading programfor those
Who are ready to advance. Experience charts provide both Of these.
Abilities such as interest in reading, left to right orientation, word
matching, remembrance of sight vocbbulary, attention span, and com-
prehension can be observed and later recorded from experience charts.,

Criteria for Selecting or Making Instructional Reading Materials
Instructional materials for kindergarteners must be geared to the

kindergarten, chil0:and the particular children in the kindergarten room.
Frequent, arid linfiOrtunately accurate, criticism of many kindergarten
prereading anti 'reading programs concerns the Overreliance on drill and
tole class pencil pushing activities. Too often, a commercial pre-
reading workbook or kit plays the predominant role in introducing chil
dren to reading:' Avoiding these pitfalls should be an important con-
sideration in the choice of materials. Materials for kindergarten chpdren
should be attractive. The materials should cloak the concept to lie
learned in an appealing, colorful package. Remember, when the child

qe,ChooSes the activity, he chooses the material, not the concept. The goal
should be to hook the child .on the materials so he can teach himself.
Class happenings can often be used as the basis for effective materials.
New material can be related easily to something-.-already known. The. .

teacher bUildS upon the child's previous experiences and personalizes
the neV., learning.. For instance, Ronnie buiHs a tower and doesn't want
it tOrri down, so Ronnie dictates a sign to his teacher saying, "This is my
OWer. Don't touch. Ronnie." This is hung by his tower and read by

Minnie to the class. After the class makes Easter mints, some children
,. may want to copy the recipe so they can 'make mints at hoine.

Materials cah be 'personalized for one peticular child or designed
around .toPics that the class is interested in arfd-wants to study. Di .
nosaurs are a favorite topic for young children. Interested children could
trace around templates of dinosaurs (hand-eye Coordination), woup
dinosaur models from iargest to smallest (classification), arrange in
sequerice pictures from a dinosaur story and find pictures of objects
whOse names begin like dinosaur (auditory discrimination). The creative
teacher uses' her imagination and possibiliti6s are endless.

Manipulative materials are-essential in a preschool ietting. The pre-
, schooler is an active person. He needs and enjoys oPportunities to

manipulate things, to learn through his body, and, probably for the first

Dey, ancf011ild
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time; to use extensively the small muscles of his hands. With this in
mind -teachers will find that many of their rnost effective teaching ma- .

terials will N manipulative things. One kindergarten teachP!, for ex-.
ample, found that a letter box game was her most effective material for
teaching and developing interest in different letter sounds. Starting with
an S box, she had the children bring from home small objects that begin
with the S sound. The objects were dumped out of the box,' examined,
and put back into the box. 'As other boxes were made, the contents of
two or more could be dumped together and sorted back into the ap-
propriate boxes. Children enjoy this actkrity alone or with a friend. ,Be- -

cause the learning materials are haridled a great deal, they become bent
and dirty, so the more indestructable they are, the better. They should
also have easly replaceable parts. Laminators, thick cardboard, and
clear paper are helpful in preserving materials. Taping edges helps pre-.
vent fraying.

Before a teacher orders from the catalog and/or hauls out the
poster board and felt pens to make new materials, she should get to
know her class. Remember that materials are made with goals and ob-

. jectives in mind and that objectives, in turn, stem from the strength and
weaknesses of the children. To assess what skills and abilities the chil-

. dren have, the teacher should give the children a variety of planned
experiences with different prereading-reading tasks and carefully ob-
serve their performances. Children's interest in, comprehension Of, and .

ability to perform the tasks are analyzed. Books by the following authors
are recommended as having helpful checklists: Downing and Thackray

Ruddell (5), and Lamb and Arnold Q). Prob.' this information, 'the
teacher can provide the, proper range of prereading-reading activities for
the children in her class. The teacher's observations also include a care-
ful cheek of any heanrig and yision problems. If she is 'in doubt about
these, she should have the child referred to the school nurse. Too many
children with viSion and hearing problems go unnoticed until the later

. grades in school.
The teacher will want to have an interview with the parents, if pos-

sible. Many parents can provide good insights into their child's lea) ning
abilities, interests, and past experiences. Parental comments, combined
with the teachees ownsobservations, will help the teacher understand
the child better and develop a more individualized program.

In deciding -4,,hat materials to make, the kindezgarten. teacher
.should attempt to complement the materials Children will be using in the
fIrst grade. A child going into heavy phonetic program may need dif-
ferent prerequisite skills from a thild 3-oing into a language experience

7 9
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progmm.Also, the vocabulary the first grade teacher uses in teaching
her reading program can be useful to the children if they are introduced
o it at the kindergarten level. The kindergarten teacher should carry on

a continuous dialogue with the first grade te'acher to find out the type of
ackgrOund experiences that would be useful for her children to have. .

oth teachers want to help children make a smooth transition from non-
r ading to reading. Exchanges of ideas, viewpoints, methodi, and ma-
teiials facilitate this smooth transition.

\
A *tort Checklist for Materials

\Below is a list of things to be considered wheh a teacher is buying
or m king reading materials for kindergarteners. Note that after the ma-
teria are used a while in the classroom, they should be evaluated an&
modified as necessary.

1. Are the materials prepared or selected for the particular group of
kinCIergarteners in the classZ To do this, the teacher must consider
vocabulary, pictorial content, interest, length, and children's prior
expe ences with concepts and language patterns.

2. Does he material develop a required skill? For instance, "On com-
pletio of the activity with Letter Boxes the child wgl be able to dis-
criminate the S sound."

3. Are the\ materials appealingly packaged? This includes such details
as bright colors, pleasant textures, pretty or funny pictures, and
catchy aords.

4. Can the \material be made or purchased at zi reasonable cost? If
. certain materials are too expensive for ths school's budgeti. co,uld

,\
the teache make something simihr z.i. less cost in the time she oas
available? . . -

9'. Are the materials durable? Do they have replaceable parts?
6. Are the mat rials self-corrxting? When the child can get immediate

feedbalc, th activity is more effective.
(7 Do the mater pis have few, and easy-to-follow directions so they can

be used indep'endently?
8. Can some of t e materials be manipulated by children? Young chil-

dien need to be actively involved physically with the materials.
9. Do the materiais provide a balance between success and challenge?

Learning prereading and reading skills should be a happy experi-
-

ence. The teachr.should provide .a learning climate and materials
that make the child feel good about reading and about himself:
When a teacher 'introduces a child to reading, she gives the child
many variecl_qpportunities at reading tasks. Commonsense tells us

\



that the child who is successful in these activities is more likely to
want to learnto read. One of the major challenges in developing
beginning reading materials' of quality is providing a balance be-
tWeen success and challenge. The teacher needs to make the ma-
terial easy enough so the child can use it successfully, yei chal-
lenging enoUgh so 'the child learns something while using it. Ma-
terials that are too difficult, even though they are interestingly

; packaged, discourage children. Materials that are too easy often
bore childien.

10. Do the materials provide for sequential development? A sequence ,
from cOncrete to abstract and from easy to difficult improves the
chance of success.

11. Will the materials add variety to the classroom?. If the teacher .has
ten board' games, additional materials should fie of other types.

Suggestions for Mmerials and Activities ,

Start with a good supply of books. There should be picture books
for children to look at, books that act as resources for science and social
studies projects, and books for story time With the teacher. A library or
book center Can be set up in "a corner of the room. Suspend a signfrom
the ceiling, display book covers, place colorful bookworr on the wall.
Make the area comfortable and inviting with rugs, pillows, chairs, and
tables. During story'time, for a change, invite grade one or oider chil-
dren, the principal, a parent, or a.grandparent to read %story:. (A list of
recommended books for kindergarten developed by Norine Odland is
listed in Appendix A.) .

Some materials function throughout the year. Some materials are
used daily as references, reminders, parts of the opening exercises, and
aids in using the classroom: They are, important .and useful to the chil-
dren, and therefore ,.serve as good starters to help them get acquainted
with.cvords and-reading.

Thefielfier's chart. This is a list of maintenance activities to be done
in the-Classroom. Such jobs as group leadersJlag holders, blackboard

-erasers, Plant waterers, animal feeders, and chair straighteners can be -
included with the jok name and a picture clue (i.e., for a.person elected
to pass out mat, a picture of a milk carton). Some.teachers list these on
rectangular chart paPer with pockets for children's names. Others use
eyecatching themes such as an octopus or "helping hands." Every
week, helpers May change and the class can go. oyer the chart picking
new helpers. In the process, a teacher can ernphasize the reading aspect
by pointing to the words as she'announce% each helper or sks different

. ..



children taread What the helper does. She can make various shapes for
`. badges on'whieh the job name is \kitten. When the child does the job,

he can find his badge and put it on. .
The calendar. The teacher can transform one of her bulletin boards

into a large calendar and the children can pin on the ,dates. Special holi-
days and school happenings such as Easter, a child's birthday, or a
school cupcake sale, are noted on the calendar with words and pictures.
A sample sentence is the following: . .

"Today is (day) , (month) (date) , 19 ."

The class takes turns each day pinning on the date and reading the
segence. In connection with this, some teachers use words and sym-
bols about the weather. "Today is sunny, rainy," or whatever. Similarly,

. some teachers Thad children's birthdays on birthday trains or animal
parades, With each car or animal representing a month.

Labels. Many teachers' put labels on, different pieces of furniture
and materials: in the classroOm. For instance, scissors on the .scissors
box;, Children's names beneath coat hooks; and puzzles, plasticine, and
blockz'on ihe Plastic tubs where they are kept. These labels help to keep
thelbOiii in order, and the children have to pay attention 'to the words
to put the proper equiPment in the proper place. The labeb Env pointed
out to.the children and their meanings rehearsed many times during the ;
year. Also, siMple directions for feeding the gerbil, mixing paints, k
.working with plasticine, building a model, and raising plants from See&
May be put om,chart paper and placed around the rociM at appropriate

'times anci places during the year.
Chart ptiper and felt pens. These are such simple materials but are

essential for creating individual tutoring and small group learning _iri-
volved in helping kindergarteners learn reading skills. Experience charts
can be used to recore;he Children's group experiences produced,.cO-
operatively by children and their teacher. Stories based'on field trips,
room pets (such as gerbils), science experiments, school plays, and
funny happenings in the room are interesting and important to the chil-
dren Sometimes it' is valuable to acknowledge the child whO suggested

sentence 'for the chart: For instance, Janet said, "The turtle sure is
slow." Also, rebus pictures, instead of words, help many children read_
the chart. Individual charts' can be recorded by the teacher for those
children who are interested. The teaCher should ,also try charting
nursery rhymes and repetitive songs like "Six Little Ducks" and "Row,
RoW, Row Your Boat." Children quickly learn to "read" these and their
success encourages them to try other reading tasks.

Oiliki, bey, and Milo 75
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Chalkboards. The teacher can use her big chalkboards for simple
messages suCh as "Hi Boys and aids." She should point to the words as
she reads them and perhaps tell something important that is going to

, happen. For instance, she could say "Today someone special is coining
to visit us." -And, as she prints the word policeman on the board, she
can point to it. Depending on the ability of her clags, she-can have some-
one read the word, tell only the first sound and ask the others to listen,
or just tell them the word as she points tó it. Children also like to use the
teacher's chalkboard or the more easily handled l'ttle chalkboards. (If

--oldchalkboards are taken down from ,a school, ask the maintenance
staff to cut them into 12 inch squares. Kindergarten -children always
enjoy making ltters and copying their own and other children's names.

The teacher' can make individual games for childr en. to learn read-
ing skills. These can be used individually or as part of 'learning centers..
They can be designed around speCial themes, 1-iolidays, or units of
study. For example, in the dinosaur unit mentioned earlier, the teacher
had the activity of finding a picture put into the papier-mache D
dinosaur. This same.activity could stana by itself without the unit, could
be transposed to. Halloween with a P pumpkin, or become a mailing
activity of sorting the pictureOnto five colorfully wrapped "mailboxes."
Each mailbox would, have its own letter name. Below is a list of ex-
amples of games which could .be used in kindergarten to teach pre-

. reading and reading skills. References for other ideas for materials are'
listed at the end of the chapter. -

1. To teach sequence, take a series of Polaroid pictures of a field trip
and have the children put the pictures in. order. Cut up books of

fairy tales, have the pictures laminated, and ask the children to put
them in some sequence. Put numbers on the back, so the children
who know hoW to count can self-check This sequence for correct-
ness. : : -

2. To teach Wsual discrimination of letters, make a large cardboaal
NirAtie the Kangaroo" with all those work pocketS. On each pocket,
gilt a letter: Qive- chfidren a box of letters and have them put ,the
right letter in the right pocket.,This can be color coded on the back, :
The teacher may put a staF, chart next to the activity and put a star
next to the name of the ekid who has, completed the activii-y s;-L-;-
cessfully. This activity Can be 'increased in difficulty by changing
from letters, to words, to short sentences. ,

3. Teach some action words in the gym. Held word cards for jurtip,
.. ,

run, wólk, and skip. Have the Children follow with the actions.

. 1."--- 8 3
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4. To teach listening skills, ow ligening posts (tape recorder, plus ear
phones). Record directions -for making a simple art project, then
have the children make it. Teach a song. Record a story and let the
children listen to it at their leisure and draw or paint a picture from
the story. -
Encotirage language ard concept formation through the use of
concrete objects such cis small models, statues, and figurines.

_Create a farm, zoo, or village setting. Provide inhabitants, trees,
signs; and cars to poptilate them. Discuss these with the chil-

dren. Give group of two or three children the chance to play with
-the villages and farrits. Let them do the setting up and taking down.
These activities are usehil in increasing vocabulary and encouraging
cooperative play. They are also rith sources for chart stories.

6. Teaching basic discriminations of color and classifying skills are use-
ful td some children. Purchase Airwick containers. These are made
of pbstic in many colors 'and tints. The base is usually made of
one color; the top has a matching sPot of color. Collect two of each
color and tint. Have the children match colors of two pads, group
the tints of the same color together (e.g., bright yellow and gold
group), warm (orange and yellow group), and cool (green, blue
group).

Use centers frequently. The writing or word center stimulates
liindergarten interest in reading. This cer,er is used by children who
would like to make a special card for Mom's birthday ot a get-well card

. for Dougie, reCord a special message (e.g., "I need a shoe bag." or
"Thank you for letting me aay Up so late last night."), or learn a new
word to add to their key vocabulary ring. Each child has her own hook
or pocket in a large pocketchart for storing her own words. The teacher

., prints the wOrds on manilla tag board, using two sheets of colorful con-,
struction paper with a piece of rn*,;uscriptspaper stapled in between for

:. the cards and Messages. The cards do not have to be square; try slim-
.

jims,-holiday shapes, and so on. Also, the center should prOvide draw-'
...ing paper with a strip of manuicript paper at the bottom for a caption or

Perhapi the iignatuie of the artist. In one classroom, the teacher read
Leaf's book!, Safety Can Be Fun (4). A few of the children then wanted
to draw their own nitwits doing silly and unsafe things. Joe drew a nitwit
playing with matches. He told the teacher to write "This guy could get

',.Nbumed up'" The teacher could _expand this activity into a class book.
?I/She would staple together between a front and back covet all the

pictures with captions. The children then could suggest or, vote on a

..011i1a; Defy and OH&'
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title. (This is a good time for the teacher to clarify ne concept of book
title for the children.) The above class pic:xed The Dumb Nitwits.
Several children drew pictures of incredibly dumb nitwits for the cover,
and the book was put' in the library for the class to read.

In the center, individual blackboards are useful for practicing
letters. For variation, instead of chalk, let the children print with paint
brushes and water. Samples of letters should be available for children to
trace or copy.

Depending on the Child, the amount written in the center may be
as little as one:word only. Later, the same child may expand his- one
word to short sentences. The teacher should be careful in the number of
words she 'presents to the child, so she does not overload and over-
whelm him with the immensity of the taSk. This- really can become
frustrating. With practice, some of .the children may want to have the
teacher spell the words for them as they write them down. The teacher
has to be careful, however, in seeing that the child is printing the words
properly. From these activities, the child will often begin to learn- the
sounds of letters when he is asking the teacher, "What is the first letter in
boy?" as the teacher is writing it. Another child may say, "That word
boy has the same beginning sound as my name, Bill." He may ask the
teacher to write some other words with the same sou= (ball, Betty,
bell, and boat);

The key to this type of center is that the children who come to it do
so on their own, as the materials they are working With come from their
own interests. The children's own interests can be the best type of moti-
vation. The teacher may subtly promote the center occasionally by
saying something like, "Alice made a really nice,picture today and she
would like to read what she wrote about her pictnre to you." Or, if Bill
seems proud of the way his key vocabulary word pile is growing, the
teicher might suggest that he could read them to the class. Drawing at-z;
tention to the center, every so often, will encourage the other children
to participate. Changing the look of the center with new pictures or
props will help, too. For. instance, -in the Fall, make a giant cardboard
tree framing one corner of the r-mter. On it, put pictures of owls writing
or pin small stuffed animals re,...ling words. Ai Halloween,.change the
center's look again. Perhaps the children could paint a spooky mural
for the back of the center, and the teacher could have the class 're-
decorate the tree with Halloween symbols. The word card for the
symbol could be pinned below the symbol.

This is just one example of a reading-type center for kindergarten-
ers. Other centers, such as puppet play,sbuilding and blocks,. science,

Kindergarten R ading Materials
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number:Voris, and games, also involve materials and activities designed
_ .

:to help children learn to read.
Inclu e parent or teacher aides when possible. While most of the

activities-mentioned above can be done by th'e kindergarten teacher in
her classicx:m, it is helpful to have the asSistance of an aide. This is

...especially true in types of activities where the children are asking the
-.teacher to Write words dr stories for them, or where the children need
help in reading their stories. Many reading activities in kindergarten are
Small group or individually tutored and this frequently leaves the rest of
the Class on their own. With an aide this potential problem can be
partially avoided. The aide can help or supervise some of the children
while the teacher individuafizes her teaching with others.

A Brief Summary . e

EVery kindergarten child is unique and responds to reading in his
-own Way. Each one needs to be shown -by examples throughout the
;. year how reading can be important to him. Some will become interested

as the yeargoesby and may ask the teacher for help with reading activi-
--,Aes. The teacher encourages and watches for these sighs, She is also

prepared to find quickly any child losing interest in reading in favor'of
water play _or building blocks. She takes her cues from the children.
Some children will want to learn to read and others may- be reading
when they first come to kindergarten..A variety of 1,!aterhIls can provide
alternatives to introducing various children to 2r,g., There is ho one
,;kay to learn to read. Each cbild is unique and res0onds to various read-
ing, materials in different ways. One may love'to have. his stories re-
.
corded so he can "read" them. Another May want to learn the names of
hiS- favorite trucks in a truck book,. Still another likes to form fetters out of
plasticine. EaCh is growing in reading skills, but is -Joing it in hrs own
Way. =

Kindergarten readifig materials can and should broaden the pos-
sible avenues in learning to read. Overreliance ofi one type of material
limits the possibilities. This is what happens in some kindergarten class,
rooms where reading readiness is thought of as prereading and, thug':',is

- taught only during a daily twenty minute period with a reading -reacll-
;.

ness kit. Children .can learn from kits but they n'ged opportunitidS to.

select other Materials with which they want to Work. Their own choice
of materials helps to create a leirning atmosphere, thatis likely to be
meaningful to thern. A poientially mdre useful conception of learning to
read is that readiness skills ate reading, only in a very gross manher,
and that with continued and refined practice, reading skills Will gradually
become more highly complex, varied, and meaningful. -

0
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Appendix A

THE BEST IS NONE TOO GOODfor the Kindergarten

Norine 041and, 1976
University of Min- esota

Asbjo(msen and /- voe. The Three Billj Goats Gruff. Illustrated by Marcia Brown.
Harcourt, 1957. I

Barrett, Judi. Peter's Pocket. Illustrates:I by Julia Noonan. Atheneum, 1974.
Bemelmans, Ludwig. Madeline. Viking, 1939.
Brooke, Leslie. Ring O'Roses. Warne, 1923.

Burton, Virginia Lee. Mike Mulligan and His Steam Shovel. Houghron,1939.

Cole, William, Colle0or. i Went to the Animal Fair. World, 1958._

deAngeli, Marguerite. Book of Nursery and Mother Goose Rhymes. Doubleday.
1954.

Delton, Judy. Two Good Friends. Illustrated by Giulio Maestro- Crown, 1974.
Duvoisin. Roger. Petunia. Knopf, 1950.
Ets, Marie Hall. In the Forest..Viking, 1944.

Feelings. Muriel. Jambo Means Hello: Swahili Alphabet Book. Illustrated by
Tom Feelings. Dial, 1974.

Fisher. Aileen. "You Don't Look Like Your Mother" Said the Robin to the Fawn.
Illustrated by Ati Forberg. Bowmar, 1973.

flack, Marjorie. Angus and the Ducks. Doubleday, 1939.

Flack, Marjorie. The Story about Ping. Viking:1933.,

Freeman, Don. Corduroy. Illustrated by author: Viking, 1968..
Freeman, Don. The Seal and The Slick. Illustrated by author. Viking, 1974:r
Gag. Wanda, Millions of Cats. toward, -1928.

Goodall, John S: Ttle Acluerttires of Paddy Pork. Harc'ourt, 1968.

Grimm Brothers. The Shpemaker and The Elues. Illustrated by Adrienne
'Adams. Scribne;,.1960.

Hoban, Tana. Circles, Triangles, and Squares. Illustrated with photosby author..
Macmillan, 1974.

Hoban, Tana. Ouer, Under and Through. Macmillan,_1973.

Hurd, Edith Thacker. The. Mother Owl. Illustrated by Clement Hurd. Little,
Brown, 1974.

Hurd, Edith Thacker. The Mother Whale. Illustrated by Clement Hurd, Little,
Brown, 1973. - :-

Kahl, Virginia. Giants, Thdeed! Illustrated by author. Scribner, 1974.

Keats, Ezra Jack. The Snowy Day. Viking:1962.
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Leaf. ?:Iunro, Ferdinand Viking. 1936.
Mayer. Mercer, Frog Goes to Dinner. Illustrated by author. Dia' 1974.

McCloskey. Robert. Make.Way for Ducklings:Viking. 1941.
McDermott'. Gerald. Arrow to the Sun. Illustrated by author. Viking. 1974;

Munari. Bruno: Munari's ABC. World. 1960.

Potter. Beatrix. The Tale of Peter Rabbit. Warne. 1903. _

Segal, Lore. All the Way Home. Illustrated by James Marshall. Fa Tar. 1973.

Singer'. Isaac Bashevis. Why Noah Chose the Dove. Illustrated by Eric Carle.

Farrar. 1973.
Udry. Janice. A Tree Is Nice. Illustrated by Marc Simont. Hirper. 1956.

Waber. Bernard. Lyle Finds His Mother. Illustrated by auttrir. Houghton Mifflin.

1974.
Ward. Lynd. The Biggest Bear, Houghton Mifflin. 1952..
Wells. Rosemary. Benjamin and Tulip. Illustrated by author. Dial. 1973.

Wells:ROsemary. Noisy Nora. Illustrated by author. Dial. 1973.

Wright. Blanche Fisher. Illustrator. The Real Mother Goose. Rand. 1916.

Yashima. Taro. Umbrella. Vikinc. 1958.
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